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ABSTRACT
Beginning physical education teachers’ perceptions of their induction 
experiences are formed through a combination o f personal attributes and the social 
context of their teaching environment. Organizational socialization theory has been 
used to identify the unique induction experiences of beginning physical education 
teachers, while self-efficacy theory helps to explain the sources that may influence 
beginning teacher efficacy. The mentoring literature examined as a form of 
induction assistance has provided limited understanding of the role and 
effectiveness of a mentor within a physical education setting. This qualitative study 
used in-depth interview techniques to explore the perceptions of 12 beginning 
physical education teachers regarding their socialization into teaching, their 
perceptions of the usefulness and effectiveness of their mentors, and the factors that 
influenced their teaching efficacy in their beginning years. Four mentors were 
interviewed regarding their perceptions of the role and effectiveness as a mentor. 
The beginning teacher and mentor data were analyzed through inductive content 
analyses.
The results revealed that beginning teacher induction was comprised of four 
higher order themes labeled beginning Beginning Teacher Identity, Learning Your 
Role and Responsibilities, the Uniqueness of Becoming a Physical Education
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Teacher, and Sources of Teaching Efficacy. The higher order theme of Beginning 
Teacher Identity included the lower order themes of Personal Attributes and 
Teaching Behaviors. The higher order theme of Learning Your Teaching Role and 
Responsibilities included Previous Training, On The Job Training, and 
Mentor/Supervisor Assistance. The higher order theme of Uniqueness of a 
Beginning Physical Education Teacher included School Culture and School 
Environment. The Sources of Teaching Efficacy higher order theme included the 
lower order themes of Mastery Experiences, Verbal Encouragement, Physical 
Demands, and Modeling. The mentor data analysis produced the higher order 
themes of Role of a Mentor which included providing both emotional and 
informational support. The higher order theme labeled Mentoring Effectiveness 
included Mentors’ Content Area, Time Availability, and Training. Practical 
implications include the potential need to address the mentor selection based on 
content area. Recommendations include improving the selection and training of 
mentors as well as offering pedagogical support to the beginning teachers along 
with social and informational support.
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CHAPTER 1
INTRODUCTION
To more fully understand the important issue of teacher retention, 
educational researchers have focused on examining formal induction and mentoring 
programs for beginning teachers (Darling-Hammond, 2000; Ingersoll, 2000, 2001; 
Moir, 2003; Onafowora, 2005). Induction is viewed as “a transitional period in 
teacher education between pre-service preparation and continuing professional 
development, during which assistance may be provided and/or assessment may be 
applied to beginning teachers” (Huling-Austin, Odell, Ishler, Kay, & Edefelt, 1989, 
p. 3). Formal induction programs have had generally favorable outcomes including 
improving teacher performance (Darling-Hammond, 2000), providing emotional 
support (Glickman, 2003), and helping to increase retention rates o f beginning 
teachers (Moir, 2003). In the case of a beginning teacher, both positive and negative 
induction experiences will ultimately shape teacher development and one’s 
commitment to the profession (Smith & Ingersoll, 2004). Researchers contend that 
the perceptions of new teachers, formed in the early months of teaching, are crucial 
in their decision to make a commitment to teaching and remain in the profession 
(Clement, 2006; Gold, 1996).
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Teacher Retention Issues
2
Various estimates suggest that 30-50% of teachers leave the profession 
within the first five years, and this has been a consistent statistic for nearly three 
decades (Heyns, 1988; Ingersoll, 2000, 2001; National Commission on Teaching 
and America’s Future, 1999; Schlechty & Vance, 1981, 1983; Smith & Ingersoll, 
2004). In turn, high levels of employee turnover may cause broader challenges for a 
school. For example, high turnover can cause challenges to organizational function, 
which disrupts the commitment, continuity, and cohesion needed among employees 
to function effectively in the educational setting (Smith & Ingersoll, 2004). 
Excessive teacher turnover can have a harmful effect on the school environment, 
and ultimately, student performance (Darling-Hammond, 2000; Smith & Ingersoll, 
2004).
With the advent of Vo Child Left Behind (NCLB), the focus o f Annual 
Yearly Progress (AYP) is increasing the pressure on schools to perform via test 
scores. Research has suggested that having highly qualified teachers will help 
students to perform at a high level (Darling-Hammond, 2000; Ingersoll, 2004). With 
the high attrition rate, it is difficult to retain new teachers long enough to allow them 
the time and experience to become highly qualified. One way to address this 
attrition issue is to review the process by which beginning teachers are socialized 
into the teaching profession.
The socialization process can help to explain how each new teacher develops 
professionally within his/her new professional environment. “Induction” provides a
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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current term used in the mentoring literature to mark the process of transitioning a 
beginning teacher into his/her career. Researchers such as Darling-Hammond (2000) 
have suggested that there are some issues common to new teachers as they actively 
navigate their induction years. She suggests that some issues are better addressed 
with new teachers in a group setting, such as weekly or monthly meetings, while 
other issues need individual attention, such as development of teaching methods and 
techniques. Induction programs have been seen as one way to address the teacher 
attrition issue and as a bridge from student to teacher (Smith & Ingersoll, 2004).
Induction
In addition to the previous definition of induction, it can also be defined as 
support, guidance, and orientation programs designed to help the beginning teacher 
transition from preservice training into his/her first teaching position (Smith & 
Ingersoll, 2004; Odell & Ferraro, 1992). Building a bridge from teacher preparation 
to full-time teaching may help alleviate some of the early concerns that many new 
teachers struggle with during the first years in the profession (Berry, Darling- 
Hammond, & Haselkom, 1998). Induction programs appear to assist beginning 
teachers in their transition and may positively influence retention (Darling- 
Hammond, 2000; Odell & Ferraro, 1992; Smith & Ingersoll, 2004). The ultimate 
goal o f retention is tethered to the recruitment of highly qualified teachers (Darling- 
Hammond, 2000). Induction has been studied across many content areas; however, 
fewer examinations have been conducted in physical education. Therefore, it is not
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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fully understood whether the needs of beginning physical education teachers are the 
same or uniquely different from their classroom counterparts in schools.
Induction and Physical Education
Several of the unique characteristics of the physical education setting include 
the physical demands of teaching all day, the unique variability of the physical 
teaching environment, the large number of students per class, and the 
marginalization of physical education within a curriculum (Cruz, 1993; Hill & 
Brodin, 2004; O'Sullivan, 1989; Smyth, 1992; Solomon, Worthy, & Carter, 1993). 
Further, there is also the issue of physical isolation, such as being in an area that is 
often separated from the rest of the building and school community (Stroot,
Faucette, & Schwager, 1993). These characteristics pose unique challenges for 
beginning physical education teachers. Evidence suggests that such challenges are a 
consequence of the environmental constraints o f physical education, the place of 
physical education within the curriculum, the social stereotypes associated with the 
value of physical education, and the possibility of being assigned a mentor outside 
the physical education content area (Smyth, 1995). Specifically, Smyth indicates 
that when physical education is viewed with low status in a school curriculum, there 
is a consequence of being afforded inadequate spaces for instruction and the 
necessary resources to support instruction. Given these challenges that may differ 
for classroom teachers, beginning physical education teachers’ induction needs may 
also differ. Mentoring has been identified as one specific form of induction that can
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be provided to assist in the positive socialization of beginning teachers regardless of 
subject area or classroom environment (Ayers & Griffin, 2005).
Mentoring
Mentoring offers a complex, yet valuable form of induction assistance for 
recmiting and retaining quality teachers (Ayers & Griffin, 2005). Kay (1990) 
defined mentoring as “a comprehensive effort directed towards helping a protege 
develop the attitudes and skills of self-reliance and accountability within a defined 
environment” (p. 26). Other definitions of mentoring have included viewing 
mentoring from within a set of multiple relationships that are formed to help meet 
the individual needs of a beginning teacher (Kram, 1985). According to Kram, the 
process of mentoring varies across several factors: 1) A mentor can be someone 
who is formally or informally assigned to a beginning teacher within a school; 2) A 
mentor can be an integral and useful part of a beginning teacher’s induction process; 
however, this is not a given; and 3) The relationship that forms between the mentor 
and the beginning teacher can serve as great support for a beginning teacher or 
frustration with little or no support provided (Feiman-Nemser, 2001; Gagen & 
Bowie, 2005; Napper-Owen, 1996; Napper-Owen & Phillips, 1995).
The extent of meaningful engagement on the part of the mentor can have a 
significant effect on the success of a program as well as the retention of the mentee. 
Thus, the mentoring process extends beyond merely supporting beginning teachers, 
to include a philosophy about the overall recruitment, support, and retention of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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teachers across all areas of education, including physical education, in a time of ever 
increasing demands and a changing climate in education (Griffin & Ayers, 2005; 
McCaughtry, Cothran, Hodges-Kulinna, Martin, & Faust, 2005).
Mentoring and Physical Education
Mentoring has been perceived as a generally positive relationship between 
the mentor and the mentee (Smith & Ingersoll, 2004). Napper-Owen and Phillips 
(1995) indicated that continued supervision, provided through a formal mentor, 
could yield a positive impact on first year physical education teachers’ perceptions 
of their teaching. Many schools today have mandated a requirement of formal 
mentoring programs; therefore, a further investigation into the quality, usefulness, 
and effectiveness of mentoring is warranted (Griffin & Ayers, 2005). A positive, 
supportive relationship with one’s mentor should, in theory, assist a new physical 
education teacher in having a successful transition from in-service to full-time 
employment (Napper-Owen, 1995). Formally, a mentor is often someone with a 
certain level of expertise in a content area assigned to a beginning teacher to assist 
them in becoming a more effective teacher (Ayers & Griffin, 2005). Informally they 
act as socializing agents who teach the norms of behavior and values o f the specific 
culture. Research has just begun to focus on the aspects of mentoring a beginning 
physical education teacher (Griffin & Ayers, 2005; Patton et al., 2005).
Napper-Owen and Phillips (1995) designed intervention strategies to 
determine the impact of a mentor who had daily contact with a beginning teacher.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
The researchers found that the physical education mentee participants were offered 
the opportunity to receive regular feedback and support so that they would begin to 
plan age-appropriate activities, become more efficient managers in the classroom, 
and increase their instructional feedback. The mentoring assistance encouraged a 
link to the theoretical knowledge acquired during the physical education teacher 
preparation program and also encouraged more reflective teaching practice (Napper- 
Owen & Phillips, 1995). The researchers concluded that mentoring is critical for 
enhancing the first year of a physical education teacher’s experience in terms of the 
early development and effectiveness as a beginning teacher. Smyth (1995), in her 
study with novice physical education teachers, indicated that beginning physical 
education teachers benefit from having access to teaching colleagues and trained 
mentors in the same subject area and grade level. She also suggested that a 
cooperative relationship could be fostered between university faculty and school 
districts to provide continued support for beginning teachers.
Identifying the issues surrounding effective mentoring in physical education 
has been a starting point for developing effective mentoring practices. Patton et al., 
(2005) identified the issues of (a) selection criteria of mentors, (b) mentor time 
constraints, and (c) the relationship between the mentor and the mentee as issues 
that still need to be addressed in terms of mentoring a beginning physical education 
teacher. In order to address these issues, Patton et al. examined the effectiveness of 
a community of practice approach to mentoring in physical education. More 
specifically, a community of practice approach was utilized to examine learning for
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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physical education teachers through social participation that included K-12 physical 
education teachers and university/college teachers. This mentoring project was 
designed to offer mentoring strategies across a two-year span to physical education 
teachers. The physical education teachers shared that this approach to mentoring 
provided an opportunity for reflection and instructional improvement as well as 
like-minded others to discuss teaching issues in physical education. The mentors 
shared that they differed from other mentors in regard to defining mentoring. 
Agreement was reached that each mentoring relationship should be allowed to 
evolve in its own unique way. Over the span of the project, the teacher became more 
receptive to assistance from the mentor while the mentor became more committed to 
sharing his/her knowledge (Patton et al., 2005).
The literature to date lacks adequate in-depth investigation of beginning 
physical education teachers’ perceptions of both their induction experiences as well 
the role and effectiveness of their mentor. Until further investigations are conducted, 
caution needs to be given to equating positive induction experiences with formal 
mentoring programs. Furthermore, a more in-depth understanding is needed 
regarding the mentor characteristics necessary to offer effective assistance to a 
beginning physical education teacher. For example, the effectiveness o f a mentor 
may be influenced by the flexibility and formality of the mentoring relationship as 
well as mentor training techniques (Patton, et ah, 2005). In sum, the need for further 
understanding of the effectiveness and practice of mentoring a beginning physical 
education teacher remains (Stroot et ah, 1993).
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
9Conceptual Framework
Several cognitive and social theories can be applied to help explain the 
unique psycho-social aspects of the induction experiences of beginning physical 
education teachers. Organizational socialization theory can provide insight into the 
processes o f learning about one’s workplace and professional roles within the 
physical education setting (Van Maanen & Schein, 1979). Further, self-efficacy 
theory can assist in understanding the individual cognitive process of forming self­
judgments of ability as a new teacher. The following information will provide the 
means by which individual and contextual theories help explain beginning teachers’ 
experiences. A teacher development theory is offered to provide information about 
the stages that define a beginning teacher’s concerns.
Socialization
There are several conceptual definitions o f socialization which will inform 
this study. For example, Merton (1957) defined socialization as a process through 
which individuals acquire the values, norms, knowledge, and skills needed in a 
given society. Factors that influence socialization into an organization, whether in a 
university or school setting, become important to our understanding of teachers’ 
experiences (Hodge & Stroot, 1997). Van Maanen (1976) states that “organizational 
socialization refers to the process by which a person learns the values, norms, and
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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required behaviors which permit him [or her] to participate as a member of the 
organization” (p. 67).
Within educational settings, researchers have defined socialization as the rite 
of passage that begins with probationary membership in the department (Hodge & 
Stroot, 1997). This process concludes, if  one is successful, with the granting of 
lifetime tenure or, if  unsuccessful, with termination (Tierney & Bensimon, 1996). 
Socialization, as defined within education, has been studied within two stages: 
anticipatory socialization and the organizational stage. Tierney and Rhoads (1993) 
state that anticipatory socialization occurs prior to employment, or during college 
preparation programs. Organizational socialization has two stages: initial entry and 
role continuance. Initial entry involves experiences one has during the recruitment 
and selection process as well as the early period of organizational learning that 
occurs when the new teachers begin employment. Further, role continuance is the 
stage that occurs when an individual has become situated within the organization 
(Tierney & Rhoads, 1993).
Socialization in Physical Education
The socialization process also offers insight into how physical education 
teachers come to understand and fulfill their professional roles (Stroot &
Williamson, 1993). Researchers, such as Stroot and Williamson, interested in 
understanding the professional socialization of physical education teachers, utilized 
Lortie’s (1975) conceptual definition of socialization as “a subjective process— it is
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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something that happens to people as they move through a series of structured 
experiences and internalize the subculture of the group” (p. 61). More specific to 
teaching, it can be viewed as a process of change by which individuals learn their 
teaching role (Lacey, 1977).
The socialization in physical education has been examined through two 
major theoretical approaches: 1) the occupational socialization model and 2) the 
dominant concerns of beginning teachers based on Fuller’s Developmental Teacher 
Concerns Model (Fuller, 1969; Fuller & Bown, 1975). The theoretical perspective 
serving as a primary framework for investigating beginning teachers’ entry into the 
school setting has been organizational socialization (Stroot & Williamson, 1993). 
Lawson (1986) stated that organizational socialization refers to the process by 
which prospective and experienced physical education teachers “learn the ropes” of 
a particular organizational role.
To date, researchers have conducted descriptive studies to identify the 
unique socialization experiences of beginning physical education teachers, such as 
struggling with marginalization and legitimacy of their subject matter (Cruz, 1993; 
O'Sullivan, 1989; Smyth, 1992; Solomon, Worthy, & Carter, 1993), class 
management (Freedman, 1985), and physical isolation (Stroot et al., 1993). These 
socialization experiences have common issues of physical and professional isolation 
as well as the struggle for legitimacy of physical education (O'Sullivan, 1989; 
Smyth, 1992; Solomon et ah, 1993; Stroot et ah, 1993).
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Mentors are considered socializing agents who have the potential to teach 
norms of behavior, influence the acceptance or development of the professional role 
of a beginning teacher, and re-energize a professional culture (Feiman-Nemser, 
2001). They can also play a critical role in helping alleviate some of the initial 
negative socializing experiences mentioned above. Social support provided in the 
form of information, emotional support, and technical and positive feedback as well 
as facilitating social interactions within the larger school system can be critical roles 
of a mentor (Little, 1990).
Self-Efficacy
Self-efficacy reflects an individual’s judgments about his or her capabilities 
to accomplish a task. More specifically, self-efficacy has been defined as the 
degrees o f confidence individuals have in their ability to successfully perform 
specific behaviors (Bandura, 1986). For the purposes of this study, the situation- 
specific self-efficacy judgments will focus on one’s teaching efficacy in physical 
education settings for a beginning teacher. Bandura (1986, 1991) contended that 
there are several consequences to the development, or lack of development, of high 
self-efficacy judgments about one’s teaching.
Teachers’ efficacy beliefs are thought to affect both their general orientation 
toward the educational process as well as their ability to teach specific instructional 
activities (Bandura, 1986, 1991). Bandura (1991) contended that teachers with low 
efficacy are more likely to take a pessimistic view of students’ motivation,
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emphasize control of the classroom behavior through strict regulations, and rely on 
negative sanctions to perform a required task. Melby (1995) found that individuals 
with a low sense of teaching efficacy have greater classroom challenges, were 
stressed by students’ misbehavior, were pessimistic about students, resorted more to 
punishment to change behavior, and reported that if  they had to do it all over again, 
they would not chose teaching as a profession.
High efficacy is believed to predict further involvement in an activity while 
lower levels of efficacy are correlated with avoidant behavior or withdrawal from 
that setting (Woolfolk-Hoy & Burke-Spero, 2005). High efficacy can be achieved 
through success with tasks utilizing skills relevant to the needs of the job (Hackett, 
1995). Teachers with a strong sense of efficacy spend more time teaching in areas 
where their efficacy is higher and are more likely to engage in detailed planning and 
demonstrate greater enthusiasm for teaching (Riggs & Enochs, 1990).
Thus, it is important to understand the various factors that may influence the 
development of self-efficacy in beginning teachers as they learn to navigate their 
environment and develop perceptions of ability and confidence for tasks related to 
their teaching responsibilities. Beginning teachers must understand themselves in 
relation to their teaching but also the school environment. If a mentor is provided to 
a beginning teacher, it is feasible that the mentor’s efficacy in his/her ability to 
provide effective mentorship would, over time, positively influence the beginning 
teacher’s own teaching efficacy and ultimately enhance the induction experiences
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(Danielson, 2002; Feiman-Nemser, 2001; Gratch, 1998). However, this assumption 
has yet to be addressed in the physical education literature.
Teacher Development
The needs and concerns of new teachers have been studied in relation to 
teacher development levels. Fuller’s (1969) Developmental Teacher Concerns 
Model is probably the most common model used to explain teacher concerns. 
Fuller’s model describes the dominant concerns of both pre-service and in-service 
teachers at various stages of teacher development. Those stages are survival, 
concern with self, and concern with pupils. The initial stage revolves around the 
new teacher surviving the day-to-day duties o f being a teacher (including the act of 
teaching). Fuller suggested that as a teacher continues to teach (i.e., multiple years 
o f experience), his/her concerns change from themselves and pure survival, to 
concerns for the student.
The research conducted by developmental psychologists has focused on 
development as an orderly process, with an emphasis on the change processes 
occurring in the individual rather than the impact of the interaction with the 
environment (Glickman, Gordon, & Ross-Gordon, 2004). Teacher development 
levels offer a view of the orderly progression of stages that a person goes through 
according to increasing levels of maturity in relation to teaching (Belenky, Clinchy, 
Goldberger, & Tarule, 1986). The focus is on systematic internal changes in 
thinking and orientation as individuals mature in the process of becoming a teacher.
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Within this study, stage theories provide a framework for interpreting the beginning 
teachers’ experiences in their induction years. Within the literature, the stages of 
development provide information about the characteristics of beginning teachers 
and their concerns as a new teacher. In sum, the examination of the concerns of 
physical education teachers during induction years may help to provide more 
effective forms of assistance to alleviate beginning teacher attrition.
Problem Statement
In the first few years of teaching, individuals are “inducted” into the 
teaching profession through a variety of individual and socio-cultural interactions. 
The beginning years are a time in which teachers test their abilities, learn about the 
school climate, and navigate through the demands of their new environment. 
Inevitably, these induction experiences, both positive and negative, shape their 
development as a teacher (Gold, 1996).
Unfortunately, teacher retention is an issue for schools due to the fact that 
between 30-50% of teachers drop out of the profession within the first five years 
(Darling-Hammond, 2000). Reasons for this attrition may vary; however, several 
factors identified in the literature are consistent. Specifically, we know that 
beginning teachers experience inadequate resources, lack of administrative support, 
and insufficient resources to meet the challenges they face (Chiodo & Chang, 1999; 
Darling-Hammond, 2000, 2003). These factors are compounded for physical 
education teachers because of the marginalization and physical isolation
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experienced by physical education in the context of the larger school community 
(Smyth, 1995; Williams & Williamson, 1998). Because efficacy beliefs are shaped 
early, it is important to better understand the sources which influence self- 
perceptions of efficacy in the beginning years of teaching (Woolfolk-Hoy & Burke- 
Spero, 2005).
The majority of empirical evidence has provided further understanding of 
beginning teachers in subjects other than physical education (Darling-Hammond, 
Berry, Haselkom, & Fideler, 1999; Darling-Hammond & Youngs, 2003; Fuller, 
1969; Gratch, 2001; Gold, 1996; Huling-Austin et al., 1989; Molner-Kelley, 2004; 
Mulholland & Wallace, 2001; Odell, 1986; Odell & Ferraro, 1992). Because of the 
unique nature of the physical education instructional setting, the general education 
literature does not provide adequate insight into the unique experiences of beginning 
physical education teachers. Subsequently, adequate solutions may not be provided 
to assist physical education teachers and may require investigation. It is also 
important that there be further investigation into the beginning teacher’s perceptions 
of those induction experiences in order to educate teacher preparation programs and 
school administration working with a variety o f classroom teachers. Several aspects 
of the induction experiences of beginning teachers have been examined. For 
example, research has been conducted on teachers’ perceptions of their induction 
years (Kelchtermans & Ballet, 2002) including beginning teacher concerns (Fuller, 
1969; Fuller & Bown, 1975) and the process of implementing mentor programs with 
beginning teachers (Gratch, 1998). Much of the research on mentoring has been
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with traditional classroom teachers. Little empirical work has been conducted within 
the physical education setting as it pertains to the study of mentoring.
Purpose
The purpose of this study was twofold. First was to investigate the induction 
experiences of beginning physical education teachers in the K-12 setting including 
their self-perceptions of teaching efficacy and the role and effectiveness of a 
mentor. Second, this study also examined the mentors’ own perceptions of teaching 
efficacy and their role and effectiveness as a mentor.
Research Questions
The following research questions guided this study:
1. How do beginning physical education teachers describe their socialization 
experiences into teaching in a K-12 physical education setting?
2. What are the sources of teaching efficacy identified by beginning physical 
education teachers?
3. How do beginning physical education teachers describe the role and 
effectiveness of their mentor?
4. How do mentors perceive their role and effectiveness as a mentor?
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Significance of the Study
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Prior to 1990, the practice of mentoring in physical education was not 
directly examined. Further, limited numbers of comprehensive studies have been 
conducted that are well informed by theory and designed to examine the context, 
content, and consequences of mentoring in any depth (Feiman-Nemser, 2001; 
Griffin & Ayers, 2005; Little, 1990; Napper-Owen & Phillips, 1995). This study 
will provide information on the scope of the induction experiences for beginning 
physical education teachers by drawing on self-perceptions regarding their own 
teaching efficacy and their induction experiences, as well as the perceived efficacy 
of their mentor. By soliciting this information, it is plausible that more appropriate 
forms of induction assistance and support, as well as more effective mentor training 
and development, can be forwarded to teacher preparation programs and school 
administrators.
Delimitations of the Study
The current study is delimited in several ways. Primarily, the participants in 
this study were selected from northern Illinois. The study was also delimited by the 
investigation of beginning physical education teachers with one to three years of 
full-time teaching experience.
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This study was limited to the gender and ethnicity of the volunteer 
participants including only those working only in suburban school settings. Further, 
this study was also limited to the participation of four mentors.
Definition of Terms
For the purpose of clarity, this study will use the following definitions as a 
basis for discussion.
Induction: “a transitional period in teacher education between pre-service 
preparation and continuing professional development, during which assistance may 
be provided and/or assessment may be applied to beginning teachers” (Huling- 
Austin et al., 1989, p. 3).
Mentor: a more experienced individual (in relation to years of teaching experience) 
involved (or assigned) to “a comprehensive effort directed towards helping a 
protege develop the attitudes and skills of self-reliance and accountability within a 
defined environment” (Kay, 1990, p. 26).
Effective Mentor Characteristics: “a commitment to provide personal time and 
attention to the beginner” (Gordon, 1991, p.30)
Beginning Physical Education Teacher: a person who has successfully completed 
and graduated with a degree from a teacher preparation program at a four-year 
institution of higher education and has been employed by a school district(s) and 
teaching for three years or less.
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Self-Efficacy: the “beliefs in one’s own capabilities to organize and execute the 
courses of action required to produce given attainments” (Bandura, 1997, p. 3). 
Personal Teaching Efficacy: “teachers’ evaluations of their own capabilities to bring 
about student learning” (Gibson & Dembo, 1984, p. 570).
Teaching Efficacy (also referred to as General Efficacy): “reflects the degree to 
which teachers believe other educators can control the learning environment despite 
influences such as family background, IQ, and school conditions” (Gibson & 
Dembo, 1984, p. 572).
Socialization: “organizational socialization refers to the process by which a person 
leams the values, norms, and required behaviors which permit him [or her] to 
participate as a member of the organization” (Van Maanen, 1976, p. 67).
Teacher Development Levels: the developmental process of beginning teacher 
concerns primarily in the context of Fuller’s Developmental Teacher Concerns 
Model (1969) which describes the dominant concerns of both pre-service and in- 
service teachers at various stages of teacher development.
Methodology
This study used a basic qualitative design and a quantitative measure of 
teaching efficacy. The qualitative portion of the study consisted of in-depth 
interviews with beginning physical education teachers selected for participation 
based on criterion sampling (Patton, 1990) and a select sample o f mentors who meet 
the following criterion: they have mentored the participant within the most recent
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school year. The Gibson and Dembo (1984) Teacher Self Efficacy Scale (TES) was 
selected for the present study to measure the levels of teaching efficacy for both the 
beginning physical education teachers and the mentors. Chapter 3 contains a 
detailed description of the methodology for this study.
Organization of the Study
This study is presented in five chapters. In Chapter 1, the researcher seeks to 
provide an introduction to the study, explain the rationale behind the study, state the 
problem, identify the research questions, describe the significance of the study, and 
provide a general overview of the methodology. Chapter 2 contains an in-depth 
review of literature relevant to the conceptual framework of socialization, self- 
efficacy, and teacher development levels. Sections in this chapter include a 
discussion of theory and research on beginning teacher concerns, induction, and 
mentoring, as well as the unique nature of the physical education instructional 
setting. Chapter 3 outlines the methodology to be employed in data collection for 
this study, including population sample, instrumentation, and data collection and 
analysis techniques. In Chapter 4 are the results of the study that include block 
quotes taken verbatim from the transcribed interviews and the teaching efficacy 
scale for both the 12 beginning physical education teachers and the four mentors. 
Higher and lower order themes are outlined based on the analysis o f the qualitative 
data collected. Chapter 5 is the discussion portion of this study which includes
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recommendations.
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CHAPTER 2 
REVIEW OF LITERATURE
The purpose o f this chapter is to provide an overview of the literature 
relative to beginning physical education teacher experiences that draw on the 
socialization, induction and mentoring, and self-efficacy literature. To begin, the 
literature on teacher concerns in relation to teacher retention will be addressed. 
Following this will be an overview of the induction experiences of beginning 
teachers in general as well as those of physical education teachers. The theoretical 
framework for this chapter will include socialization, teacher development, and 
teaching efficacy. Several theoretical models will be examined in relation to teacher 
development, with a particular focus given to Fuller’s Model of Teacher Concerns.
Beginning Teacher Concerns
Knowledge of the concerns of beginning teachers in their first year of 
teaching may provide critical information for the development and improvement of 
new teacher support programs. In their study o f teacher concerns, Muller-Fohrbrodt, 
Coletta, and Dann’s (1978) coined the term “reality shock” to reflect the 
assimilation of the complex reality in which a new teacher comes to understand that 
the “missionary ideals” formed during teacher preparation programs no longer hold
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true as they assimilate into their new teaching positions. Muller-Fohrbrodt et al. 
(1978) distinguished five indications of reality shock that included perceptions of 
problems, changes in teachers’ own behavior, changes in attitude and personality, 
and finally, leaving the profession. Thus, these researchers contended that 
knowledge of the problems faced by beginning teachers may provide important 
information for the improvement or enhancement o f pre-service or in-service 
programs.
In 1984, Veenman wrote a comprehensive review of the literature conducted 
from 1960 to 1983 on beginning teacher concerns that produced 83 studies 
conducted both in the United States and Western Europe. In order to identify such 
knowledge regarding early problems faced by beginning teachers, Veenman (1984) 
compiled a list that identified the most serious problems identified across the 
literature. Within the findings, “Classroom discipline” was identified as the most 
common problem across all beginning teachers. Noteworthy however, is the fact 
that most studies used a questionnaire format rather than interview techniques as a 
method for data collection. Motivation of students ranked the second highest 
concern, with dealing with individual differences among students, assessing 
students’ work, and relations with parents following as the greatest concerns. One 
study included in Veenman’s review found that both age and gender differentiated 
the results regarding concerns of beginning teachers. Specifically, male beginning 
teachers experienced fewer concerns than the female teachers while teachers
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between 24 and 34 years old had fewer problems than teachers under the ages o f 24 
and above 35 years of age (Veenman, 1984).
To conclude, Veenman (1984) pointed out that the concerns of experienced 
teachers also informed the efforts to develop induction assistance to beginning 
teachers. For example, several studies in Germany found that the primary concerns 
for experienced teachers included concerns about the class size being too large, too 
many administrative duties, and undisciplined students. A comparison with 
beginning teachers’ concerns points out the similarities between beginning and 
veteran teachers are greater than the differences. This information can then be used 
to develop induction strategies to alleviate these issues early in the new teachers’ 
careers. While it is recognized that these results represent some of the earliest work 
conducted in this area, they provide a comparison point for present research.
In conclusion, the literature on beginning teacher concerns has revealed 
numerous areas that challenge new teachers as they transition into their first 
professional teaching positions. Those concerns offer a reference point for 
comparing the concerns of beginning physical education teachers.
Teacher Retention Issues
The retention of quality teachers has become a critical issue facing the 
American educational system. Unfortunately, various estimates suggest that 30-50% 
of teachers leave the profession within the first five years (Heyns, 1988; Ingersoll, 
2001, 2002; National Commission on Teaching and America’s Future, 1999;
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Schlechty & Vance, 1981, 1983; Smith & Ingersoll, 2004). To examine the issue of 
teacher shortages and retention (during the early years in the profession), 
educational researchers have focused on identifying ways of enhancing beginning 
teacher experiences (Darling-Hammond, 2000, 2003; Ingersoll 2000; McGaha & 
Lynn, 2000). Formal induction programs have, in general, had favorable outcomes 
including improving teacher performance (Darling-Hammond, 2000), providing 
emotional support (Glickman, 2003), and helping to increase retention rates of 
beginning teachers (Moir, 2003).
In the case of a beginning teacher, these induction experiences, both positive 
and negative, shape their development as a teacher and commitment to the 
profession. Specifically, Gratch (1998) investigated the induction experiences of 
teachers, at three different stages o f their careers. Results revealed that through 
developing the necessary skills and attitudes needed to take advantage of positive 
socialization opportunities, beginning teachers were more likely to continue to 
develop professionally and to remain in teaching. Specifically, teachers pointed to 
understanding education reform policy, learning the culture of the school in terms of 
relationships with colleagues, and learning to navigate through the changes in their 
self-concept as being central to their overall satisfaction with their beginning 
experiences.
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The literature reveals that beginning physical education teacher concerns 
share both commonalities and unique aspects with general classroom teachers.
Some common concerns include general classroom discipline, management, and the 
stress o f administrative tasks and responsibilities (Smyth, 1992). Given the unique 
nature of their instructional setting, physical education teachers may experience 
other concerns unique to their situation that results in reality shock (Bain, 1990). 
According to Bain (1990), reality shock is defined as the emotional and intellectual 
impact o f the real-life experiences that occur during one’s induction into an 
organization following graduation from a teacher education program. Some of the 
contributors to reality shock for physical education teachers include a lack of 
adequate facilities and equipment, large class sizes, and lack of time for instruction 
(Bain, 1990). Bain also speculated that these teaching conditions might reflect the 
lack of public support for physical education and the marginalization of physical 
education with the school. The teaching setting may further compound beginning 
teachers’ socialization experiences with issues of being in low-income areas where 
budgets are smaller than in affluent suburbs. Further, problems arise for beginning 
physical education teachers who have heavy time demands placed on them with the 
expectation to assume second roles such as coaching (Williams & Williamson, 
1998).
Along with the phenomenon of reality shock, several researchers have 
investigated other concerns for beginning physical education teachers, most notably,
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the wash-out effect (e.g., new teacher ideals become faded as the first year 
progresses), isolation (both physical and intellectual), workload and role conflict 
(e.g., teacher-coach), management and instructional concerns, interactions with 
colleagues, politics in the workplace, and gaining support (Stroot, 1996; Smyth, 
1995; Williams & Williamson, 1998). Issues of marginalization and concerns about 
legitimacy of physical education as a subject were also identified as serious 
concerns for the beginning physical education teachers (Graber, 2001).
Graber (2001) conducted a comprehensive review of research on teaching in 
physical education and suggested that the discrepancies in earlier studies regarding 
the changing concerns of stage development may have more to do with “the need to 
develop instruments measuring concerns that are specific to physical education 
rather than with the reality of teachers’ concerns” (p. 494). Having adequate 
measures of concerns may be useful in identifying those issues that contribute to 
why beginning teachers leave the profession and may subsequently help to address 
the problem of teacher retention.
Induction Experiences
The induction process can significantly impact one’s overall success during 
the beginning years (Robinson, 1998). Having positive experiences for beginning 
teachers is now being seen as a necessary component of school reform due to 
beginning teacher attrition. Educational researchers have investigated teacher 
retention issues in an attempt to identify and test strategies to enhance the
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professional development and positively impact new teacher retention (Darling- 
Hammond, 2000, 2003; Ingersoll, 2000, 2001; Molner-Kelley, 2004).
One successful strategy developed to help solve teacher retention has been 
the implementation of formal induction and mentoring programs. Induction has 
been defined by Huling-Austin et al. (1989) as a “transitional period in teacher 
education, between pre-service preparation and continuing professional 
development, during which assistance and/or assessment may be provided” (p. 3). 
This assistance is often provided by an experienced teacher in the role of a mentor 
(Napper-Owen & Phillips, 1995). Gold (1996) contends that the perceptions of new 
teachers, formed in the early months of teaching, are crucial in their decision to 
make a commitment to teaching and remain in the profession. Induction has been 
investigated from two directions: first, to elicit self-reported induction experiences 
o f beginning teachers, and second, to determine the effectiveness o f interventions to 
assist beginning teachers during their induction year.
Overall, research in this area can be classified across three descriptive areas: 
first, identifying beginning teachers’ concerns (Fuller, 1969; Fuller & Bown, 1975); 
second, the physical education teachers’ perceptions of their induction year (Smyth, 
1995); and third, the process of implementing mentor programs into schools with 
beginning physical education teachers (Graber, 2001). Although the importance of 
mentors and the mentoring process has been addressed, little research has been 
conducted examining the beginning teachers’ perceptions of the effectiveness of 
her/his mentor (Bain, 1990; Schempp & Graber, 1992).
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While the need for induction support is evident in the literature, the 
documentation of specific strategies that have proven successful for beginning 
physical education teachers is limited (Smyth, 1995; Solomon et al., 1993; Stroot et 
al., 1993; Williams & Williamson, 1998). The documentation of specific strategies 
detailing how assistance should be provided to beginning physical education 
teachers remains an area requiring further investigation (Faust, 2004). Therefore, an 
important question that remains is whether or not the beginning physical education 
teacher’s experience is unique from their peers’ experience in other content areas, 
and if so, why?
Induction research in physical education has determined that teachers’ initial 
years can include experiences that are unique to this profession (Stroot, Faucette, & 
Schwager, 1993). Specifically, the physical demands of teaching all day, the unique 
variability of the physical teaching environment, the large number of students per 
class, and the marginalization of physical education within a curriculum pose unique 
challenges for new physical education teachers (Hill & Brodin, 2004). Smyth (1995) 
found that such challenges were a consequence of the nature of physical education 
as a subject, as well as its place in the school curriculum and the social stereotypes 
that may diminish the value of physical education. Because physical education is 
often afforded low status as a subject within a school, teachers are often given 
inadequate spaces for instruction as well as resources to support their instruction. 
These teachers may also encounter frustrations related to institutional messages
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within the school community about the nature and value of physical education in the 
larger school community (Smyth, 1995). Consequently, both the nature of the 
teaching setting and the teacher attributes interact to determine the success of the 
induction experience and the perceptions of one’s beginning teaching efficacy.
Mentoring
Mentoring is offered as one form of induction assistance with one main goal 
being to help retain beginning teachers (Darling-Hammond, 2000; Ingersoll & 
Smith, 2004; Moir, 2003). Other general goals are to provide the beginning teacher 
with guidance and support from mentor teachers and to promote the professional 
development of the beginning teacher (Odell, 1990). One assumption, however, is 
that mentoring offers a generally positive relationship that enhances the lives of the 
beginning teachers (Smith & Ingersoll, 2004). The importance of the role of a 
mentor in providing needed assistance to beginning teachers, the importance of 
formal induction and mentoring programs, and the qualities of an effective mentor 
have all been investigated in the educational literature (Andrews & Martin, 2003; 
Gratch, 1998; Little, 1990; Moir, 2003; Odell & Ferraro, 1992; Smith & Ingersoll,
2004). In the 1996 report What Matters Most: Teaching fo r  America’s Future, the 
National Commission on Teaching and America’s Future recommended 
restructuring the first years of teaching to resemble a medical residency, where new 
teachers could be mentored by experienced teachers. Most induction programs have 
a strong emphasis on mentoring as one of the most utilized forms of support to new
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teachers; however, careful selection, training, and support of the mentor teachers are 
critical as well (Feiman-Nemser, Schwille, Carver, & Yusko, 1999).
Mentors help novices learn by doing, by applying theory to practice, 
especially during the crucial early years o f teaching (Gratch, 1998). Research to date 
has not investigated the comparison of an effective versus ineffective mentor from 
the perceptions of the beginning teacher. Mandated mentoring by states and school 
administrations has merit; however, in an era of accountability this assumption must 
be tested. Embedded in the term “mandated mentoring” may be the assumption that 
mandated mentoring programs are automatically effective. Investigating the 
construct of effectiveness within a mentor program can assist a beginning teacher in 
his/her transition into teaching and professional development, as well as enhancing 
the development of the mentor. There are two types of mentoring discussed in the 
literature, educative and traditional. The idea of educative mentoring builds on 
Dewey’s (1938) concept of educative experiences that promote rather than hinder 
future growth. A more traditional approach to mentoring emphasizes situational 
adjustment, technical advice, and emotional support (Little, 1990). Literature has 
identified a traditional role of mentors as those who help new teachers leam about 
school culture and the logistics o f teaching by providing information (Little, 1990).
Mentoring in Physical Education
Prior to the 1990s, the literature on mentoring in physical education received 
secondary attention and was often studied within the general socialization process.
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This literature focused on definitions of mentoring and general discussions 
regarding potential mentor roles and responsibilities (Griffin & Ayers, 2005). To 
date the mentoring literature in physical education has included studies of those who 
serve as mentors to beginning physical education teachers (Patton et al., 2005) and 
the effects of training o f mentors on self-perceptions (McCaughtry et al. (2005).
Missing in the physical education literature; however, is both an in-depth 
understanding and empirical evidence indicating the effectiveness o f current 
mentoring practice for beginning physical education teachers. Further, there is 
limited understanding of the actual practices of mentoring currently being used to 
assist beginning physical education teachers (Griffin & Ayers, 2005). Identifying 
the issues surrounding effective mentoring in physical education has been a starting 
point for developing effective mentoring practices. Patton et al. (2005) identified the 
issues o f (a) selection criteria of mentors, (b) mentor time constraints, and (c) the 
relationship between the mentor and the mentee as issues that still need to be 
addressed in terms of mentoring a beginning physical education teacher.
The literature to date lacks adequate in-depth investigation of beginning 
physical education teachers’ perceptions of both their induction experiences as well 
as an in-depth understanding of the role and effectiveness of their mentor. Until 
further investigations are conducted, caution needs to be given to equating positive 
induction experiences with formal mentoring programs. Furthermore, further 
inquiries are warranted regarding the necessary mentor characteristics needed to 
offer effective assistance to a beginning physical education teacher. For example,
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the effectiveness of a mentor may be influenced by the flexibility and formality of 
the mentoring relationship as well as mentor training techniques (Patton et al.,
2005).
Inquiry into mentoring in physical education requires expanding beyond 
conceptual definitions and descriptive studies (Smyth, 1995; Williams & 
Williamson, 1998). As a reform tool, mentoring is a means of gratifying and 
sustaining skillful teachers in the role of mentors while trying to improve teaching 
and learning through assessment (Feiman-Nemser, 2001; Little, 1990). Despite 
literature on teacher effectiveness, there is still no empirical evidence regarding the 
impact of the role of mentoring on teacher effectiveness in physical education 
(Smith & Ingersoll, 2004). In sum, the need for further understanding o f the 
effectiveness and practice of mentoring a beginning physical education teacher 
remains (Stroot et al., 1993).
Williams and Williamson (1998) suggest that one way to assist the 
beginning physical education teacher is through the development of effective 
mentor relationships. A mentor is one who ideally would provide some guidance 
that would assist a beginning teacher as he/she ventures into the new profession of 
teaching. Formal mentoring programs have been identified as part of the 
organizational socialization process (Stringer-Cawyer & Friedrich, 1998). Within 
this perspective mentors would be considered socializing agents who have the 
potential to teach norms of behavior and influence the acceptance or evolution of 
the professional role of a beginning teacher. In theory, mentors could play a critical
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role in helping to alleviate some of the initial concerns and provide emotional and 
informational support to a beginning physical education teacher (Gold, 1996; Little, 
1990). In addition, mentors could provide positive and instructional feedback as 
well as facilitating social interactions within the larger school system. Informal 
mentoring may, on the other hand, reflect the agenda of a mentor or socializing 
agent. Stringer-Cawyer and Fredrich (1998), for example, interviewed a beginning 
teacher who shared that sometimes the socializing agents (other faculty) had their 
own agenda for what was taught or shared as important to the organization. In this 
case, the formal mentoring relationship included areas that the mentor thought 
would benefit them and provide the new teacher with informal information about 
“the way it is around here.” Thus, informal socializing agents or mentors may 
sometimes operate on their own behalf. This point provides an important angle from 
which present-day research may investigate the role of mentors—that is, the key to 
mentoring programs must include an assessment o f the effectiveness o f the mentor, 
including examining the mentoring strategies.
In 2005, the Journal o f  Teaching in Physical Education devoted an entire 
monograph to the issues of mentoring in physical education. Stemming from what 
we know about physical education teachers’ experiences using organizational 
socialization, the present-day research has focused on the process of mentoring, 
including the an examination of the mentor-protege relationship. Further, the 
research includes the concept of communities of practice rather than a unidirectional 
socialization process of learning. Unlike the work from the 1990s, the empirical data
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and conceptual pieces forwarded in 2005 focused on the relationship between a 
mentor and his/her mentee, the effectiveness of the mentor, and the quality and 
outcome of the mentoring relationship. Finally, the 2005 monograph provided new 
perspectives from which to examine induction and mentoring within the physical 
education context. For example, McCaughtry et al. (2005) examined the influence 
of peer mentoring on beginning teacher colleagues within a K-12 school setting.
The researchers also examined how teachers learn to mentor. Findings revealed that 
the peer mentors increased their self-perceptions o f mentoring abilities over time; 
however they lacked confidence in their mentoring abilities when they lacked 
content knowledge (e.g., fitness-related instructional techniques).
For example, using a situated learning perspective can provide an expanded 
view of the organizational socialization theory approach. More specifically, the 
situated learning perspective offers that the individual activity (e.g., mentoring), in 
which the activity takes place, must be viewed as interacting and not as a separate 
process. In the case o f mentoring, the teacher (individual), the mentoring process 
(activity), and the school context (environment) must be considered as an 
interactional socialization process with each part affecting another (Patton et al.,
2005). Using this perspective would include encouraging researchers to examine the 
experiences and self-perceptions of both the mentor and the mentee when 
investigating the beginning teacher induction process.
Mentoring can be defined as an on going relationship between a novice and 
an expert (Podson & Denmark, 2000). Podsen and Denmark (2000) contend that
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.. .in a clearly defined teacher-mentoring relationship, the expert 
provides help, support, and guidance that helps the novice develop 
the necessary skills to enter or continue on his or her career path. As 
a mentor, you have two main roles, as an expert and as a role model, 
in your teaching field, (p. 4)
While a mentor can be an integral and useful part of a beginning teacher’s induction
process, the environmental structure may dictate how integrated a mentor may be in
the process or school system.
A mentor can be someone who is formally or informally assigned to a new 
teacher within a school. The relationship that forms between the mentor and the new 
teacher can serve as great support for a beginning teacher or can provide little or no 
support whatsoever. Although many schools today have a mandated requirement of 
formal induction and mentoring programs, investigations into the quality, 
usefulness, and effectiveness of mentors is still limited (Gold, 1996; Smith & 
Ingersoll, 2004). As Ingersoll and Kralik (2004) point out, the soundness o f much of 
the research on the impact and effectiveness of mentoring is unclear. In an age of 
limited resources and high accountability with No Child Left Behind (NCLB), what 
kinds of induction programs exist and to what extent they are effective, are 
fundamental questions for the profession of teachers and policymakers. It is, 
therefore, important to assess and substantiate the effectiveness of mentoring 
programs and scholarly inquiry into the beginning physical education teachers’ 
perceptions in order to expand on what is known about their induction programs. 
Further, in order to address the teacher turnover issue in education today, the factors 
which influence beginning teacher experiences must be addressed (Ingersoll, 2001).
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Ingersoll (2001) indicates that research has historically found that younger 
teachers have very high rates of departure from teaching. This ultimately has an 
impact on school performance and creates a lack of stability for students. To gain a 
better understanding of the causes of teacher attrition rates in schools today and 
ways to correct it, teacher turnover should be studied using the empirical evidence 
from the organizational socialization literature (Ingersoll, 2001). Teacher turnover 
must be examined at the level of the organization (all stakeholders considered), and 
requires an examination of the make-up and dynamics o f the organization (human 
and physical resources). Thus, understanding teacher turnover is important because 
of its link to performance and effectiveness of an organization (outcome measure for 
NCLB). In the analysis of schools, methods must be developed that help to reduce 
attrition and keep good teachers in the profession. In order to keep teachers in the 
profession, they must have positive induction experiences to encourage their 
retention (Ingersoll, 2001). While the implementation o f mentoring programs has 
been supported in the literature, the effectiveness of these programs must be 
measured in order to substantiate program existence (Ingersoll & Kralik, 2004).
Some potential benefits of mentoring have been identified in the literature. 
For example, a positive and supportive relationship with one’s mentor should, in 
theory, assist a beginning teacher in having a successful transition from in-service to 
full-time employment (Feimer-Nemsen, 2001). However, there has been limited 
research on the investigation into the actual characteristics of the mentor in a 
physical education setting. A mentor is often someone within the school system who
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has a certain level of experience that the school has deemed appropriate for 
supervising the growth and development of the beginning teacher. Stroot and 
colleagues (1998) contend that an effective mentor in physical education has 
advanced pedagogical knowledge (in physical education), strong communication 
skills, and can provide support to guide the new teacher’s development. However, 
these qualities may well be lacking if a mentor did not receive formal training in 
mentoring (Podson & Denmark, 2000). A lack of sufficient training may well 
influence the impact of the potential effectiveness o f the mentoring process. 
Therefore, caution needs to be given when equating mentoring with a guaranteed 
positive induction experience without further investigation (Podson & Denmark, 
2000).
Research to date has provided some questions regarding the assumed 
effectiveness of an assigned mentor. When viewed from a situated learning 
perspective, the mentoring relationship has been shown to include the dynamics of 
providing and accepting support, a trust-building process, and a give-and-take 
relationship (Patton et al., 2005). Patton and colleagues (2005) designed a physical 
education teacher development project to examine the effectiveness of mentors. 
Results indicated that the physical education teachers were provided with “specific 
social contexts and events that facilitated their construction of physical education 
knowledge through social interaction with others” (p. 307). The authors contended 
that it is also important to understand how the beginning teacher perceives or 
evaluates the mentor. Patton and colleagues revealed that “as teachers’ trust grew,
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they accepted mentors as participants in their workplace and were able to accept 
their support” (p. 315). Viewed from within the social context, social support is a 
key factor within the mentoring relationship. Importantly, willingness to give 
support and willingness to take support reflect the dynamic interchange of the 
mentoring relationship. Patton and colleagues (2005) found that teachers grew to 
rely on support when they perceived the mentors helped them identify real problems 
in their teaching. However, when the mentor focused on issues that were not 
relevant from the teacher’s perspective, this decreased the credibility of the mentor’s 
feedback. To date, previous research has examined more of a unidirectional 
provision of social support.
In sum, the beginning teacher functions within a social context with 
reciprocal interactions with their colleagues, mentor/s, administrators and parents. 
Using this perspective would allow future researchers to be able to simultaneously 
examine perspectives of both a mentor and mentee to fully understand the induction 
experiences of first-year physical education teachers.
Conceptual Framework
Several cognitive and social theories can be applied to help explain the 
unique psycho-social aspects of the induction experiences of beginning physical 
education teachers. First, because induction is theoretically grounded in the broad 
spectrum of the socialization literature, organizational socialization theory and 
situated learning theory can provide insight into the social processes that teachers go
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through in learning about their workplace and professional roles within their new 
workplace. Second, self-efficacy theory can assist in understanding the individual 
cognitive process of forming self-judgments of ability for both the new teacher as 
well as the mentor. Finally, teacher development levels provide an organizing 
framework from which to interpret, analyze, and discuss changes regarding the 
induction experiences of beginning physical education teachers.
Socialization
There are several conceptual definitions of socialization which will inform 
this study. Socialization has been defined as a process through which individuals 
acquire the values, norms, knowledge, and skills needed to exist in a given society 
or organization (Merton, 1957; Van Maanen & Schein, 1979). Within the 
educational setting, researchers have defined socialization as the rite of passage that 
begins with probationary membership in the department. This process concludes, if 
one is successful, with the granting of lifetime tenure or, if  unsuccessful, with 
termination (Tierney & Bensimon, 1996). Socialization within education has been 
studied within two stages, anticipatory socialization and the organizational stage. 
Tierney and Rhoads (1994) define anticipatory socialization as the period prior to 
employment as a teacher when one is still in a teacher preparation program. 
Organizational socialization has two stages: initial entry and role continuance.
Initial entry involves experiences one has during the recruitment and selection 
process as well as the early period of organizational learning that occurs when new
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teachers begin employment. Further, role continuance is the stage that occurs when 
an individual has become situated within the organization, usually occurring several 
years after one has been a part of the organization (Tierney & Rhoads, 1994).
Van Maanen and Schein (1979) expand on their definition by contending 
that a positive socialization experience for new teachers can result in more 
satisfaction, productivity, and feelings of effectiveness, which could have a positive 
impact on their retention and help to reduce the issue of teacher attrition. Further, a 
positive experience for new teachers would inform them of school norms, both 
formally and informally, and thereby provide a better organization overall for the 
new teacher. The perception of a negative experience on the part of the new teacher 
may result in stress and conflict while he or she is attempting to determine the 
norms of the institution on his/her own. As a result of these negative socialization 
experiences, these individuals may be more likely to leave the profession (Van 
Maanen & Schein, 1979).
The first years in the teaching profession can be the most stressful for a 
beginning teacher. Common factors affecting beginning teachers include loneliness 
and intellectual isolation (more time spent with students and less with colleagues), 
lack of collegial support, heavy workloads, and time constraints (Tierney & Rhoads, 
1994). The messages sent to and received by new teachers can have a significant 
impact. Research indicates that regardless of context, how the messages are 
communicated and what is communicated can affect the members’ perceptions of 
their organization (Stringer-Cawyer & Friedrich, 1998). Therefore, effective
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communication is essential to the successful socialization of new employees. In 
educational settings, research reveals that communication is the avenue whereby 
anxieties and expectations of new teachers can be addressed (Stringer-Cawyer & 
Friedrich, 1998). To allow new teachers to develop both personally and 
professionally, Staton and Hunt (1992) offer that communication can be used to 
reduce uncertainty and discomfort during organizational entry.
Experiencing a sense of community at work may benefit teachers personally 
as well and advance their instructional efforts. A sense of community has been 
linked to teachers’ well-being and enhancing their feelings of efficacy and 
satisfaction with their work (Royal & Rossi, 1999). Royal and Rossi (1999) 
investigated different factors that influenced teachers’ sense of community. Among 
them were the following: length of employment in a school, time spent interacting 
with others, the nature of work arrangements, and perceptions of the school 
organization. The variables investigated were time-related (school tenure, 
interaction time), work arrangement (mentor programs, team teaching), and school 
organization (order, support for innovation). The participants were faculty members 
in three public high schools who were part o f an on going effort to explore the 
relationship between school sense of community and success with school 
improvement efforts. Data were collected through school visits with observations 
and interviews, as well as focus-group discussions with staff members and students. 
Conclusions from the survey assessments were consistent with impressions drawn 
from site visits. The results indicated that tenure within a school was not associated
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with an increased sense of community. However, the authors concluded it may 
enhance the sense of community with students (e.g., spend more time with students 
in terms of number of years in a school). Tenure was not positively related to 
teachers’ sense of community with site and school administrators. Further, they 
concluded that the length of time in a school does not in and of itself ensure a 
stronger sense of community; it is a more complicated relationship (Royal & Rossi, 
1999).
Due to the current issue of teacher retention, it is important to gain a better 
understanding of the factors that impact a teacher’s sense of community in schools. 
The more connected a new teacher feels to the school, the more likely he/she is to 
want to stay (Royal & Rossi, 1999). Royal and Rossi’s (1999) findings support the 
idea that climate within schools is not constant and suggest that differences in 
teachers’ perceptions of school organization and climate may have important 
implications to the development o f their sense of community. The researchers 
suggest that additional research is warranted to investigate the multifaceted 
measures of community to give schools and educational policymakers a better 
indication o f what is needed to enhance a teacher’s sense of community and 
ultimately a positive socialization experience (Royal & Rossi, 1999).
Socialization in Physical Education
The socialization process also offers insight into how beginning physical 
education teachers come to understand and fulfill their professional roles (Stroot &
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Williamson, 1993). Researchers interested in understanding the professional 
socialization of physical educators looked to the early work of Lortie (1975) for a 
conceptual definition. Lortie (1975) defined socialization as “a subjective process—  
it is something that happens to people as they move through a series of structured 
experiences and internalize the subculture of the group” (p. 61). More specific to 
teaching, it can be viewed as a process of change by which individuals learn their 
teaching role (Lacey, 1977).
During the 1990s, the socialization process of beginning physical education 
teachers was, for the most part, examined through two major theoretical approaches: 
first, the occupational socialization model and second, the dominant concerns of 
beginning teachers using Fuller’s Developmental Teacher Concerns Model (Fuller, 
1969; Fuller & Bown, 1975). The primary framework for investigating beginning 
physical education teachers’ entry into the school setting has been organizational 
socialization (Stroot & Williamson, 1993). According to Van Maanen (1976), 
organizational socialization has been defined as the “process by which a person 
leams the values, norms, and required behaviors which permit him [sic] to 
participate as a member o f the organization” (p. 67). Investigations of teacher 
socialization at the elementary and secondary levels suggest that socialization is the 
process by which beginning teachers learn the expectations of their new role and 
can communicate their concerns about that role (Staton & Hunt, 1992).
The organizational socialization strategies identified within the literature 
have included information-seeking strategies used to gain knowledge about one’s
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new work environment (Morrison, 1993; Smyth, 1995), uncertainty reduction 
(Teboul, 1994), strategic compliance, internalized adjustment, strategic redefinition 
(Williams & Williamson, 1998), and the use of political strategies that are proactive 
or reactive (Kelchtermans & Ballet, 2001). The last two categories of strategies 
distinguish whether a beginning teacher is willing to challenge a situation 
(proactive) or simply maintain the status quo of the situation to protect her/him from 
change or external conflict (reactive).
Although socialization is viewed as an on going process, the first year would 
be considered a critical time in the initial stages of organizational membership. 
Building on the work of Van Maanan (1976) and Jablin (1987), researchers have 
identified the developmental stages of socialization through which a person 
becomes assimilated into an organization. Examined within a beginning teacher 
context, these stages describe a reciprocal process whereby the beginning teacher 
would negotiate his/her organizational role (i.e., individualization), while the school 
provides the new teacher with the information necessary to assimilate into the work 
environment (e.g., mentoring) (Jablin, 1987; Smith & Turner, 1995).
In the 1990s the empirical work using an organizational socialization 
framework primarily consisted of descriptive research about the unique socialization 
experiences of beginning physical education teachers. These experiences included 
facing obstacles such as struggling with marginalization and legitimacy of their 
subject matter (Cruz, 1993; O'Sullivan, 1989; Smyth, 1992; Solomon, Worthy, & 
Carter, 1993), class management (Freedman, 1985), and physical isolation (Stroot et
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al., 1993). The problems of isolation and the struggle for legitimacy of physical 
education have been reported as a consistent experience among beginning teachers 
(O'Sullivan, 1989; Smyth, 1992; Solomon et al., 1993; Stroot et al., 1993). In order 
to reconcile these problems, beginning teachers may employ a variety of social 
strategies. In some cases those strategies will be proactive, while in others, reactive. 
When responding with a reactive social strategy, beginning teachers may be 
unwilling to risk challenging the system, even if in conflict with their own 
educational beliefs and values (Kelchtermans & Ballet, 2001). Researchers have 
labeled this phenomenon “strategic compliance” (Williams & Williamson, 1998; 
Zeichner & Tabachnik, 1981). In 1983, Zeichner and Tabachnik defined strategic 
compliance as “those instances where individuals comply with the constraints posed 
by a situation, but retain private reservation about doing so” (p. 15). Several 
researchers have found strategic compliance as one of the most common social 
strategies utilized by beginning physical education teachers (Smyth, 1995; Williams 
& Williamson, 1998).
Williams and Williamson (1998) contend that given a beginning teacher’s 
experience, level of confidence, and position within the school, it is no surprise that 
these teachers chose not to confront when dealing with conflicting professional 
principles. The authors point out that this reality is often in sharp contrast to what 
they learned to do in teacher preparation programs. Williams and Williamson (1998) 
further identified that beginning physical education teachers used the social 
strategies of internalized adjustment and strategic redefinition. Specifically,
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internalized adjustment is defined as a social strategy used by a beginning teacher to 
agree with the views of an authority figure (e.g., veteran teacher or administrator) 
concerning a teaching situation (Williams & Williamson, 1998). One assumption 
with this particular strategy is that veteran teachers and administrators are available 
to the beginning teacher to share their views. The internalized adjustment made by 
the beginning teacher is done so as to agree with the authority’s view and can be in 
conflict with their own; however, they accept the authority figure’s view regardless. 
When there was no formal mentoring program offered for their participants, the 
beginning teachers were left on their own or faced with decisions that contradicted 
their own values (Williams and Williamson, 1998).
The results of the investigation by Williams and Williamson (1998) revealed 
that beginning teachers’ induction into teaching, along with their undergraduate 
training, contributed to the development o f their professional beliefs, principles, and 
educational philosophies. As teachers gained experience during their first year, their 
beliefs were redefined and challenged. There were differences in how each of the 
participants chose to handle various issues, often being substantially influenced by 
the various school contexts in which they were employed. As a result of the 
devaluing of physical education, beginning physical education teachers may re­
evaluate their own values relating to their teaching. Smyth (1995) points out that for 
inductees to be ignored and distanced from both authority and assistance can be 
absolutely devastating to their chances for development and survival.
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Napper-Owen and Phillips (1995) investigated the introduction and impact 
of formal induction assistance provided to beginning physical education teachers. 
The results of their study indicated that continued supervision could yield a positive 
impact on beginning teachers’ perceptions of their teaching. Results revealed that by 
attempting to encourage accountability through reflection and analytical review 
(self-analysis) of their own teaching, the beginning teacher felt assistance with the 
strategy o f internalized adjustment. With the intent to reinforce some of the values 
developed in the teacher preparation programs it is possible that during their initial 
year of teaching, inductees would feel more confident to maintain their values and 
not adjust to authority figures’ views when in conflict with their own. With 
assistance during their induction, beginning physical education teachers may more 
readily make the necessary adjustments to continue teaching and to learn from their 
experiences (Smyth, 1995; Williams & Williamson, 1998).
Another strategy, strategic redefinition, may be utilized by beginning 
physical education teachers as they make their adjustments during their first year. 
Strategic redefinition is defined by Lacey (1977) as the strategy used by a beginning 
physical education teacher to change or redefine an authority’s view. For instance, 
one beginning teacher cited in Williams and Williamson’s study (1998) discovered 
that
.. .by redefining her program she encountered implicit assumptions from 
teachers and parents that physical education was time to play and let off 
steam. Testing was an inconceivable notion. Jackie not only had beliefs of 
authority figures to redefine; she also had to redefine her students’ beliefs 
about their class, (p. 84)
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In the case of this one teacher, she had to make a concerted effort to change 
others’ views of physical education, and for beginning teachers that can be a very 
challenging situation. The authors concluded that if  there were others who could 
provide support for beginning teachers in situations like this one, this adjustment 
might be easier. Ideally, this could be achieved through the assistance of a mentor, 
whether formal or informal.
Napper-Owen and Phillips (1995) also found that beginning physical 
education teachers’ induction assistance is critical to setting a positive tone for their 
development and enhance their effectiveness as a teacher. One form of assistance 
suggested in the literature to assist the beginning teacher was the use of mentoring 
programs. The beginning teacher’s relationship with the mentor is critical to the 
success of a mentor program (Griffin & Ayers, 2005; Napper-Owen & Phillips, 
2005; Patton et. al, 2005). Further, it was held that administrators need to take an 
active role in the induction of beginning teachers and encourage the use of 
mentoring programs beyond the first year. Napper-Owen and Phillips (2005) 
caution that the findings of their study may not be generalizable to all beginning 
physical education teachers; however, it lends support to the need for induction 
assistance.
Self-Efficacy
Self-efficacy reflects an individual’s judgments about his or her capabilities 
to accomplish a task. More specifically, self-efficacy has been defined as the
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degrees o f confidence individuals have in their ability to successfully perform 
specific behaviors (Bandura, 1986). For the purposes of this study, the situation- 
specific self-efficacy judgments will focus on one’s teaching efficacy in physical 
education settings for a beginning teacher. Moreover, factors which influence the 
teachers’ efficacy during the first year will be a focus of this investigation. Bandura 
(1986, 1991) contended that there were several consequences of the development, or 
lack of development, of high self-efficacy judgments about one’s teaching.
Teachers’ efficacy beliefs are thought to affect both their general orientation 
toward the educational process as well as their ability to teach specific instructional 
activities (Bandura, 1986, 1991). Bandura (1991) contended that those teachers with 
low efficacy are more likely to take a pessimistic view of students’ motivation, 
emphasize control of the classroom behavior through strict regulations, and rely on 
punishment to get students to perform a required task. Melby (1995) found that 
individuals with a low sense o f teaching efficacy have greater classroom challenges, 
were stressed by students’ misbehavior, were pessimistic about students, resorted 
more often to punishment to change behavior, and reported that if  they had to do it 
all over again, they would not choose the teaching profession. Low efficacy beliefs 
undermine motivation, generate negative affect for teaching, and influence one’s 
willingness to try new teaching methods (Gibson & Dembo, 1984). Teachers with 
low efficacy are also more likely to give up in the face of difficulties, experience 
more anxiety, are less effective in using problem solving strategies, and have lower 
teaching aspirations (Bandura, 1991). In contrast, high efficacy is believed to predict
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further involvement in an activity, more commitment to teaching, and setting higher 
goals (Woolfolk-Hoy & Burke-Spero, 2005). Teachers with a strong sense of 
efficacy engage in detailed planning, demonstrate greater enthusiasm for teaching, 
and spend more time teaching in areas where their efficacy is higher (Riggs & 
Enochs, 1990).
It is important to understand the various factors that may influence the 
development o f self-efficacy in beginning teachers as they leam to navigate their 
environment and develop perceptions of ability and confidence about their teaching 
responsibilities. Beginning teachers must understand themselves in relation to their 
teaching behaviors, but also the school environment. This environment may include 
a mentor who is provided to assist the beginning teacher, ideally to build efficacy in 
general and specific teaching responsibilities. If a mentor is assigned to a beginning 
teacher, it is feasible that the mentor’s efficacy in her/his ability to provide quality 
mentorship could also influence the desired outcomes of a teacher’s induction 
experiences, including one’s perceptions of teaching efficacy. The ability of a 
mentor to build another’s efficacy is not a given, but rather, could depend on a 
variety of factors such as the mentor’s own self-perceptions of ability to mentor a 
beginning teacher, the experience with the subject matter of the beginning teacher, 
and the initial motivation for engaging in the mentoring process. However, the 
effectiveness of a mentor in building a new teacher’s efficacy during the induction 
year has yet to be investigated within the physical education setting. In addition to 
investigating the consequences of the mentor’s and mentee’s efficacy judgments,
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Bandura’s theory also offers information about expected sources that may influence 
one’s teaching efficacy (Bandura, 1986, 1991).
Bandura (1986) identified that previous mastery experiences, modeling, 
encouragement or positive feedback, and physiological feedback/emotional 
feedback would influence the development of task-specific efficacy. Framed within 
a beginning teacher’s experiences, low teaching efficacy would be predicted to 
result from a lack of mastery experiences whereas higher teaching efficacy would 
result from mastery experiences throughout the first year. Low efficacy may very 
well begin in the pre-service experiences in which the young educator does not have 
sufficient mastery experience (Martin & Hodges-Kulinna, 2003; Woolfolk-Hoy & 
Burke-Spero, 2005). Positive pre-service experiences would reinforce one’s 
perceptions o f ability in her first years.
During the induction process or the first years of teaching, the second source 
of efficacy, modeling or observational learning, is also believed to affect one’s 
perceptions of teaching efficacy. Specifically, a mentor may be an obvious mastery 
model that could, in theory, influence a beginning teacher’s efficacy in a positive 
direction. This assumption would be contingent upon having consistent exposure to 
one’s mentor as well as the mentor’s ability to provide a mastery model (Darling- 
Hammond, Berry, Haselkom, & Fideler, 1999; Feiman-Nemser, 2001). While, in 
theory, a mentor could provide this opportunity, it is an assumption that consistent 
exposure to one’s mentor, defined as daily or weekly contact, is a given part o f the
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mentor program. The literature to date is lacking adequate examination of this 
assumption in physical education (Smith & Ingersoll, 2004).
The third source of efficacy is encouragement from significant socializing 
agents, such as the mentor. Tschannen-Moran, Woolfolk-Hoy, and Hoy (1998) 
suggested that teachers’ efficacy is determined in part during the first year by 
assessing the resources and constraints within the specific school context.
Resources, they contended, include social support or encouragement from 
colleagues, administrators and parents. Because physical education may be 
conducted in an isolated setting (in terms of both physical location and content) with 
few, if any, peers teaching in the same area, there may be a lack of verbal 
encouragement from significant others. Thus, it may be that the role of a mentor in 
providing encouragement or support is especially important in a physical education 
setting due to this isolation.
The final source of efficacy is physiological feedback that one may receive 
from attempting a task. Theoretically, Bandura (1986) contends that task-specific 
efficacy is, in part, determined by our physical readiness to perform a task. This 
source of efficacy has been found to be a stronger predictor in tasks requiring 
physical performance. In this case, the unique nature of the physical demands (e.g., 
stamina) of teaching physical education all day would make this a pertinent source 
of efficacy to examine within this context.
The theoretical framework of self-efficacy provides insight into the 
perceptions of beginning teachers’ beliefs in their own abilities to effectively
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instruct a group of students. Researchers have investigated general education 
teachers regarding the issues novice teachers face in connection with their level of 
self-confidence to handle these issues effectively (Darling-Hammond et.al, 1999; 
Feiman-Nemser, 2001; Gratch, 2001). Being successful at controlling behavioral 
problems while simultaneously focusing on a lesson is a difficult challenge for 
novice teachers.
For example, Onafowora (2005) was interested in the link between self- 
efficacy and the pedagogical techniques used by novice teachers as they relate to 
class management. Self-efficacy theory contends that having a master (experienced) 
teacher to model can potentially have a positive influence on the efficacy of an 
observer and help abate the challenges they face as a beginning teacher (Onafowora, 
2005). Specifically, a professional development program was employed to provide 
25 novice teachers the opportunity to observe a master teacher for four weeks. A 
mixed-methods approach allowed for both a quantitative measure of self-efficacy 
and in-depth interviews regarding the challenges they faced, as well as their areas of 
highest and lowest efficacy in their own teaching, while taking part in a program to 
enhance one’s teaching methods or techniques. According to Onafowora (2005), the 
challenges faced by the novice teachers in this study were clustered heavily in class 
management issues that included discipline and handling difficult students. Several 
of the novice teachers felt situations were outside of their control and their methods 
were ineffective, stating, “I must not be a good teacher because I ’m not reaching the 
students the way I want to” (p. 37). Interview results included teachers who reported
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feelings of low teaching efficacy specific to not being able to understand the cause 
of misbehavior or lack of rapport. Thus, Onafowora (2005) concluded that teachers 
need multiple opportunities to observe good practice to experiment with strategies 
and to learn from their mistakes.
Woolfolk-Hoy and Burke-Spero (2005) sought to answer several questions 
about changes in efficacy during the transition period from student teaching to 
beginning teaching. Specifically, they sought to determine answers to the following 
questions: 1) How does efficacy change during student teaching and the first years 
of teaching? and 2) What are some possible factors in the first year of teaching that 
might be related to changes in efficacy? This study used a longitudinal design that 
assessed the efficacy o f 53 prospective and novice teachers over time. Students 
completed three instruments that yielded three measures of self-efficacy in order to 
run convergent validity tests among the measures. In order to measure sources of 
efficacy, teachers were asked to rate sources of support in their first year o f teaching 
from low to high. The teachers were also asked to rate their perceptions of mastery, 
their level of satisfaction with their teaching, and to assess the challenge level 
associated with their position. Results varied slightly across measures; however, in 
general, from the end of student teaching to the end of the first year of teaching, 
there was a significant decrease in teaching efficacy. As perceptions of support 
increased efficacy increased as well, while the greater the perceptions of support in 
the first year, the less difficult the teaching assignment was rated. In conclusion, 
Woolfolk-Hoy and Burke-Spero (2005) concluded that, regardless of the selected
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instrument, efficacy rose during both teacher preparation and student teaching but 
declined during the first years of teaching. The researchers further stated that the 
self-perceptions of self-efficacy have an effect on how a beginning teacher chooses 
the techniques he/she will use or feel he/she is capable of performing. In sum, this 
information may be of value to teacher education programs (Onafowora, 2005; 
Woolfolk-Hoy & Burke-Spero, 2005).
Chambers and Hardy (2005) also contended that a teacher’s self-efficacy 
beliefs are determinants of teaching behavior which can provide valuable 
information for the development of curricula in preparing new teachers. Chambers 
and Hardy (2005) sought to determine if there were differences in self-efficacy 
beliefs and classroom control orientation between student teachers participating in 
either a one- or a two-semester teaching experience. Specifically, the authors were 
interested in determining if length of student teaching experience would predict 
teacher efficacy. Fifty-five secondary teacher education students enrolled in a mid­
sized university participated in this study. Participants were similar in age and 
experience; however, two thirds were female and one third male. A revised 10- 
question Gibson and Dembo teacher efficacy scale and the Attitudes and Beliefs on 
Classroom Control Inventory (ABCC) represented the two measurement 
instruments. Results revealed no significant differences between one- and two- 
semester student teachers on several classroom management factors: a) instructional 
management, b) people management, and c) behavioral management. Further, no 
significant difference was found between one- and two-semester student teachers on
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self-efficacy. In summary, the authors concluded that it appeared that the lengthened 
student teaching experience does not impact classroom management styles and/or 
efficacy.
Self-Efficacy in Physical Education
To date, only one research study has addressed the self-efficacy of physical 
education teachers. Specifically Martin and Hodges-Kulinna (2003) contended that 
understanding the role of teacher self-efficacy in physical education is an important 
step in helping children become more active and healthy. To pursue this idea, the 
authors developed a physical education teachers’ physical activity self-efficacy 
scale (PETPAS) to assess teachers’ efficacy for increasing students’ physical 
activity behaviors. The purpose was to provide researchers with a psychometrically 
sound instrument for assessing and understanding teachers’ efficacy for overcoming 
barriers to physical activity behaviors within class.
The quality of the learning environment and the development of activities 
that are conducive to learning can be greatly influenced by a teacher’s self-efficacy. 
Research indicates that teachers’ beliefs about their instructional efficacy can have a 
strong influence on how they structure learning activities and the subsequent 
cognitive and psychomotor development of their students (Bandura, 1991).
Ensuring teachers’ beliefs regarding their efficacy can have an effect on their 
general orientation to the educational process as well as the choice of instructional 
activities (Bandura, 1991). In the case of physical education teachers who avoid
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teaching activities in which they have low teaching efficacy, the costly results 
would come at the expense o f a lack of student fitness development. Using 
Bandura’s self-efficacy theory to further understand beginning teachers’ induction is 
appropriate due to the belief that the most powerful influences on the development 
of teachers’ sense of efficacy occur during the induction year (Mulholland & 
Wallace, 2001). Although research has indicated a positive influence of a beginning 
teacher mentor program, there is still insufficient evidence to demonstrate how 
various induction programs specifically influence the novice teachers’ efficacy or 
desire to stay in the profession (Darling-Hammond & Sclan, 1996).
While teachers’ personal cognitions will affect how their experiences are 
interpreted, the social environment ultimately informs the experiences that are being 
interpreted. Thus, it is important to examine the dynamic interactions of the 
institution and the socializing agents and the achieved outcomes of an induction 
experience.
Teacher Development
Developmental stage theories describe the evolution o f teaching in 
sequential stages towards mastery (Rikard & Knight, 1997). Since the 1960s, 
developmentalists have forwarded several theories that, when examined holistically, 
predict a sequential series of stages that describe the professional development of 
teachers. Four developmental theories comprise this framework: Hunt’s (1966) 
Theory of Conceptual Levels, Fuller’s (1969) Teacher Concerns Theory,
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Loevinger’s (1976) Personality Development Theory, and Kohlberg’s (1984) Moral 
Judgment Theory. These theories are linked by the assumption that an individual’s 
actions are governed by mediating cognitive processes that vary based on age and 
stage of individual development or maturity (Rikard & Knight, 1997).
Understanding the developmental stage of beginning teachers provides important 
information about their concerns as new teachers and their transition into the 
teaching profession.
O f these four theories, the needs and concerns of new teachers have most 
frequently been studied (in relation to teacher development levels) using Fuller’s 
Theory of Teacher Concerns (1969, Fuller & Bown, 1975). With this theory, Fuller 
(1969) proposed a Developmental Teacher Concerns Model describing the 
dominant concerns of both pre-service and in-service teachers at various stages of 
teacher development. The first stage focuses on survival, which includes one’s 
adequacy and survival as a teacher, class control, being liked by students, 
supervisor’s opinions, being observed, evaluated, and praised, and fear of failure. 
The second stage is mastery and deals with concerns about mastering the teaching 
tasks such as teaching too many students, time pressures, and lack of instructional 
materials. The focus in the third stage is concerns regarding recognizing social and 
emotional needs of students, fairness, and tailoring content to individual students 
(Patancizek & Isaacson, 1981).
Previous researchers have identified that beginning teachers’ concerns focus 
on the classroom, specifically dealing with individual student differences, working
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with special needs students, and classroom management and discipline (Veenman, 
1984; Thomas & Kiley, 1994). Veenman (1984) indicates that, in combination, 
these concerns impact a beginning teacher’s experiences and influence his/her 
attitudes towards education and their commitment to teaching. However, Veenman 
(1984) found that these experiences and concerns did not follow a set pattern for all 
groups of teachers. Veenman (1984) referred to “reality shock” as the discrepancy 
between teacher training and the reality of the classroom. When analyzing the first- 
year teachers’ development, several conceptual patterns were consistent. In one of 
the few studies related to physical education, Smyth’s (1995) study on beginning 
physical education teachers, participants were confronted with situations that were 
vastly different from those they experienced in their pre-service training settings.
Teacher Development in Physical Education
Although the experiences and problems perceived by beginning teachers 
have received attention in the empirical literature over the last several decades, little 
research has been conducted to describe some of the specific concerns as they relate 
to beginning physical education teachers. Bain’s (1990) review of the physical 
education literature suggests that beginning physical education teacher development 
also includes reality shock as they begin their careers in teaching; however, there are 
many unique concerns that influence the beginning teacher’s development within 
the physical education instructional setting. Specifically, concerns were identified 
regarding lack of adequate facilities and equipment, large class sizes, and lack of
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adequate time for instruction and physical isolation, as some of the most common 
and consistent first-year concerns. Bain (1990) as well as others also suggest that 
this may be a reflection of the lack of public support for physical education within 
the school, which adds to the perpetuation of marginalization of physical education 
both within the school setting and in the absence of empirical investigation of 
beginning physical education teachers’ development (Conkle, 1996; Smyth, 1995; 
Stroot, 1996; Williams & Williamson, 1998). The potential of a successful transition 
for the beginning teacher is predicated on the active intervention and support for 
them as they are inducted into the teaching profession (Bain, 1990).
Stroot (1996) found that many of the common concerns of beginning 
physical education teachers involve management and instructional concerns as well 
as receiving support. In order to address some of the unique concerns, Graber 
(2001) advocated for interventions designed to help alleviate the concerns of new 
physical education teachers. However, Graber’s comprehensive report in 2001 on 
research in teaching physical education indicated that there are still many 
unanswered questions concerning how interventions should occur, at what points in 
time, and for what duration.
Furthermore, Graber (2001) identified that the research on teacher concerns 
in physical education has not always aligned with Fuller’s (1969) predictions.
Graber suggests that the stage of development “may have more to do with the need 
to develop instruments measuring concerns that are specific to physical educators 
than with the reality o f teachers’ concerns” (p. 494).
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The limited research conducted on teacher concerns, as it relates to physical 
education, underscores the importance of investigating the unique nature o f the 
beginning physical education teachers’ induction experiences. Such investigations 
would include in-depth examinations o f the socialization process including the 
nature and impact of the mentoring relationship, including the understanding of the 
effectiveness of their mentors. Preferably the mentoring of new teachers should be 
individualized so that mentors can assess the needs of the beginning teachers they 
are assigned to, especially given the unique nature of the physical education setting 
(Conkle, 1996) and therefore assist the beginning teacher in moving toward the next 
stage of teacher development (Glickman et al., 2004). Matching a new teacher with 
the right mentor is one key to the effectiveness of that relationship (Smith & 
Ingersoll, 2004). In light of the need for further research, there are appropriate 
organizing frameworks as well as theoretical models to assist in further examination 
of the induction experiences of beginning physical education teachers and the 
effectiveness of mentoring on those induction experiences (Conkle, 1996; Graber, 
2001; Ingersoll, 2001; Smith & Ingersoll, 2004; Smyth, 1995).
In sum, Teacher Concerns Theory (Fuller, 1969) applied to physical 
education has helped to both explain and predict the developmental stages that a 
teacher progresses through in his/her career. By providing some insight into the 
likely stages of development it is feasible to help identify the factors that both 
facilitate and constrain the professional growth of a physical education teacher.
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The examination of the induction experiences of beginning physical 
education teachers focusing on both individual and contextual variables is 
warranted. Previous research has provided evidence that the physical education 
context is unique in terms of isolation, marginalization, and overall perceived value 
within the greater school community (Griffin & Ayers, 2005; Napper-Owen & 
Phillips, 2005; Patton et al., 2005). These unique factors interact to form the context 
of the beginning physical educator’s induction experiences. Positive induction 
experiences combined with teaching efficacy needs can positively enhance teacher 
development, encourage commitment to the profession, and contribute towards 
beginning teacher retention (Ingersoll, 2001).
Including the examination of the self-perceptions of the beginning physical 
education teacher will offer a lens from which to understand the perceptions of the 
role and effectiveness of a mentor. Further exploration and research are required to 
verify or refute the assumed effectiveness of mentoring programs. In sum, 
beginning physical education teachers’ experiences include the development of 
perceptions about their own teaching abilities, the effectiveness of their socializing 
agents (i.e., mentors), as well as their commitment to the profession and their ideas 
about who they are as teachers (Patton et al., 2005).
In the following chapter, the methodology for the proposed study will be 
introduced. More specifically, the criterion for selection of participants will be 
identified. The instrumentation, including both the interview format and self-
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efficacy scale, will be described. In an attempt to best understand the induction 
experiences of beginning physical education teachers, a qualitative inquiry appeared 
to meet the goals of this study.




Research supports the use of mentors as induction assistance for retaining 
quality teachers (Darling-Hammond, 2000; Darling-Hammond et. al, 1999; Moir, 
2003). However, very few empirical investigations have been conducted on the 
process of induction or the perceptions of a formal induction program for beginning 
physical education teachers. Using a basic qualitative design, as well as a 
quantitative measure of teaching efficacy, this study sought to develop an in-depth 
understanding of beginning physical education teachers’ self-perceptions regarding 
their induction experiences into teaching and the role and effectiveness of their 
mentor.
In-depth interviews were used to examine the research questions of interest 
in this study:
1. How do beginning physical education teachers describe their 
socialization experiences into teaching in a K -12 physical education 
setting?
2. What are the sources of teaching efficacy identified by beginning 
physical education teachers?
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3. How do the beginning physical education teachers describe the role and 
effectiveness of their mentor?
4. How do the mentors perceive their role and effectiveness as a mentor?
This chapter describes the methodology involved in this study. Specifically,
the population and sample are defined. Further, the instrumentation, procedures, 
and data analysis techniques are explained.
Population and Sample 
Participants
Using criterion sampling, two groups of participants were selected for 
participation in this study. The beginning teachers in this study are described 
by the following: a) primary teaching responsibilities in physical education content 
area; b) representative o f the White ethnic group; c) completed at least one year full­
time teaching and not more than three years; d) participated with a mentor during at 
least one year of teaching; e) employed in suburban K-12 school setting in northern 
Illinois, that included 10 public school and two private schools. The sampling 
method was purposive in that it is a sample that is formed “in an attempt to identify 
information-rich subjects related to the purpose of the study” (Patton, 1990, p. 169). 
The beginning teacher participants (n=12) were selected using snowball sampling in 
a chain of networking from individuals who were identified to the primary 
researcher by other beginning physical education teachers and were willing and 
interested in participating in this research project (Patton, 1990).
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The second group of participants was four mentors selected from those 
assigned to one of the beginning teachers who participated in this study. A sample 
of 12 beginning physical education teachers, four males and eight females, and four 
teacher mentors, three females and one male, participated in this study. The 
participants’ undergraduate education was acquired from three different institutions 
in the state of Illinois. Tables 1 and 2 summarize demographic characteristics of 
beginning teachers and mentors, respectively. In order to provide anonymity for all 
participants, pseudonyms were used in the results section in place of the 
participants’ real names.
Instruments 
Beginning Teacher Interview Guide
Interviews were semi-structured and guided by a series of open-ended 
questions and follow-up probes (Patton, 1990). The development of the interview 
format (e.g., construction and order of questions, and use of probes) was based on 
organizational socialization and self-efficacy theories used to elicit an in-depth 
understanding of beginning physical education teachers’ induction experiences.
Each beginning teacher interview consisted of four sections (Appendix A). 
The first main section was intended as a warm-up section and included asking the 
participants general questions regarding how they would describe themselves as a 
teacher, what changed from the beginning of this school year until the present, and 
how well prepared they were to take on their role as a teacher in their first year.
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Diane 28 1 4.00 Physical
Education, Health 
(HS)_ _
Head Athletic Trainer No Yes Science Physical Education







Joyce 24 I 4.37 Physical Education 
(EL)
None Yes Yes Physical
Education
Physical Education









Elame 23 1 4.27 Physical Education 
(EL)





Nellie 30 1 4.80 Physical Education 
(HS)












Lola 33 3 4.33 Physical Education 
(EL)
None Yes Yes Physical
Education
Physical Education














Bob 25 2 4.77 Physical Education 
(HS), Health
Bus Duty Yes Physical
Education
Adapted Physical Education
Paul 26 2 4.57 Physical Education 
(HS)
















Efficacy Score Subjects Taught Other Duties
Formal Mentor Undergraduate
SpecializationYes No
Susan 45 18 4.13 Physical Education (HS), Health, 
Driver’s Education
Curriculum Chairperson, 
Contact Area Coordinator 
(non-supervisory)
X Physical Education, Health
Sally 38 16 3.90 Physical Education, Health (HS) Testing Center, Coach X Physical Education, Health
Lilly. 31 3 3.90 Physical Education (EL) X Physical Education
Ryan 48 15 3.73 Math (HS) X Math
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The second section focused on the socialization/induction questions. These 
questions were geared towards understanding their overall socialization into 
teaching, including the role of socializing agents for the mentee, the process of 
learning their role and responsibilities, and the specific induction experiences 
unique to their beginning years as a physical education teacher.
The third section of the interview contained questions that focused on the 
sources o f perceived influence on teaching efficacy based on the work o f Bandura 
(1986) and Gibson and Dembo (1984). Those sources include mastery experiences, 
modeling, verbal encouragement, and physiological feedback. Participants’ 
responses were followed by elaboration and clarification probes (Patton, 1990). The 
fourth section focused on the relationship with the mentor. Questions focused on the 
beginning teachers’ perceptions of the effectiveness of their mentors, in relation to 
their teaching abilities, as well as their induction experiences. The researcher 
concluded the interview by asking the interviewee for any additional or final 
thoughts and asking for any questions that the interviewee may have for the 
researcher.
Mentor Interview Guide
A second purpose of this study was to elicit an understanding of the 
mentors’ perceptions of effectiveness in their mentor role. The interviewer followed 
a semi-structured interview guide consisting of a series of open-ended questions and 
elaboration probes. The interview guide was based on both components o f self­
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efficacy theory and organizational socialization literature applied to the physical 
education setting as it relates to mentoring. The literature on mentoring was 
reviewed to assist in the development of this portion of the interviews that addressed 
more directly the issues related to the physical education setting (Griffin & Ayers, 
2005; Napper-Owen & Phillips, 2005; Patton, et al., 2005; Williams & Williamson, 
1998). Interview questions were developed with the intent to understand the 
mentors’ perceptions of their role as mentors as well as their effectiveness with the 
mentoring process (Appendix B). The researcher used a similar protocol as with the 
beginning teachers; however, the introductory comments focused on understanding 
how the individuals came to be assigned as mentors, and their interpretation of that 
role, including their perceived competence in mentoring beginning physical 
education teachers.
Teacher Efficacy Scale
The Gibson and Dembo (1984) Teaching Efficacy Scale provided a 
quantitative measure used to further describe the participants in terms of their level 
of teaching efficacy. More specifically, Gibson and Dembo (1984) developed the 
Teacher Efficacy Scale (TES) (Appendix C) to measure both personal teaching 
efficacy and teaching efficacy, also referred to as general efficacy. Within their 
original study, the psychometrics for this scale, were provided through construct and 
convergent validity tests as well as reliability tests of internal consistency. In their 
original study testing the psychometrics of the scale the reliability coefficients
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reached acceptable levels of .80 or higher when examining the relationship between 
teacher behavior and observable classroom behaviors. Using factor analytic 
techniques, Gibson and Dembo defined teacher efficacy as a multidimensional 
construct composed of two relatively similar dimensions, personal teaching efficacy 
and teaching efficacy (also referred to as general efficacy). Personal teaching 
efficacy represents measures of one’s belief that he/she has the ability to bring about 
student learning. The other dimensions of teaching efficacy indicate the degree to 
which teachers believe other educators can control the learning environment despite 
influences such as family background, IQ, and school conditions. Since the 
development of this scale the majority of research studies investigating teacher 
efficacy have used the Gibson and Dembo Teacher Efficacy Scale with one total 
score of overall teaching efficacy (see Tschannen-Moran, Woolfolk-Hoy, & Hoy, 
1998, for a review).
The Gibson and Dembo (1984) Teacher Efficacy Scale (TES) was utilized in 
the present study to measure the levels o f teaching efficacy for both the beginning 
physical education teachers and the mentors. The TES consisted of 30 items which 
represent two distinct subscales -  teaching efficacy and personal teaching efficacy. 
The (TES) 30 items include a Likert scale format response scale (6-point scale; 
l=strongly disagree, 6=strongly agree) which are then summed and divided by the 
total number of questions (N=30), producing a mean score for each participant. In 
alignment with Bandura’s self-efficacy theory (1986), items were first summed and 
then divided by total number of items (30) reflecting the individual’s strength of
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belief in his/her personal or teaching efficacy. Bandura (1986, 1991) contended that 
the construct of self-efficacy allowed for classification o f respondents into levels of 
teaching efficacy most often referred to as high, medium, or low. In quantitative 
studies, these scores could then be used to then predict behavior (e.g., teaching 
effectiveness).
This scaling system allowed for the researcher to analyze the scores to 
determine the participants’ level of teaching efficacy and render a score by which to 
classify the levels of teaching efficacy among participants into the three categories 
of low efficacy (1-2), moderate efficacy (3-4), and high efficacy (5-6). Through this 
classification system the researcher sought to compare and contrast the qualitative 
findings in terms of any variations in the levels of teaching efficacy found among 
the participants. Minor word adaptations were used in this instrument regarding 
teaching physical education, such as changing “concept(s)” or “homework” to 
words such as “skills” or “tasks.” These sources of data, as they pertain to the 
research questions, are presented in the next chapter.
Procedures
Interviews of the Beginning Teachers and Mentors
In-depth interview techniques were used to examine the beginning physical 
education teachers’ experiences during their induction years. Merriam (2001) states 
that qualitative research is designed to build inductively, rather than to test concepts, 
hypotheses, and theories. Further, she contends that interviews provide a rich, thick
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description of the phenomenon under study. A semi-structured interview guide was 
chosen as the most appropriate format.
The 12 beginning teachers who confirmed their willingness to participate in 
a one-hour, audio-taped interview conducted in-person (n=6) and by phone (n=6) 
completed an informed consent form prior to the start of the interview (Appendix 
E). Interviewees who wished to conduct a phone interview were asked on the phone 
to give their verbal consent and an informed consent form and teaching efficacy 
scale were mailed to them after the completion of the interview with a self- 
addressed pre-paid envelope for them to complete and return to the researcher.
Prior to the start of the interviews, participants were asked permission to 
audiotape the interview. After obtaining the permission of the participants the 
researcher conducted and audio-taped all o f the interviews. The in-person interviews 
were conducted at a convenient but quiet location o f the participant’s choice and 
audiotaped. The phone interviews were conducted in a private office o f the 
researcher and were also audiotaped. At the completion of the in-person interviews, 
the participants were asked to complete the Gibson and Dembo (1984) Teacher Self 
Efficacy Scale (TES). The TES was completed at the end of the interview for all 
beginning teachers and mentors, in order not to distract from the focus and purpose 
of the interview as the main portion of this study. All of the participants in this study 
(beginning teachers and mentors) were asked for permission to have a follow-up 
conversation, if necessary, for clarification regarding their interview responses.
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Following the completion of each beginning teacher interview, the 
researcher also asked the teacher to inquire with his/her mentor in terms of their 
interest and willingness to participate in the study. The researcher further requested 
that the mentee make the initial contact with their mentors regarding participation in 
this study. The beginning teachers were asked to state that the purpose of the 
interview would be to discuss their own experiences with mentoring a beginning 
physical education teacher and that their answers would remain confidential. Once 
permission had been granted from the willing and available mentors, the researcher 
contacted the mentors directly to set a time for interviews. All the willing mentors 
chose phone interviews as their preferred method for conducting the interview. Each 
of the four mentor interviews were conducted on the phone in the exact same 
manner as the beginning teacher interviews.
Trustworthiness of the Data
The researcher followed several procedures recommended by Lincoln and 
Guba (1985), Patton (1990), and Creswell (2003) to establish the trustworthiness, or 
validity, of the data. First, the primary researcher examined the raw data (full 
transcripts) independently and coded the data. A colleague with 10 years of 
qualitative research experience outside of the content area of this study was utilized 
as a peer debriefer. During a period of eight weeks, the main research and the peer 
debriefer met 12 times for approximately one hour each time. The main focus of the 
meetings was to review and discuss the lower and higher order themes that the
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researcher had created from her inductive content analyses. In reviewing the themes, 
the peer debriefer also reviewed each quote that was placed under the lower order 
theme. The focus o f the discussion was to clarify the researcher’s reasoning for the 
placement o f quotes and any suggestions the peer debriefer might have for 
alternative placement. The peer debriefer was granted access to the full transcripts 
for quote selection, when necessary. A statement from the peer debriefer regarding 
her role is included in the appendices (Appendix D). The researcher and the peer- 
briefer explored multiple interpretations and differing opinions regarding the data 
for one more way to establish credibility and dependability of the qualitative data 
(Creswell, 2003; Patton, 1990).
Member checks were used with four beginning teacher interviews and one 
mentor interview to verify the accuracy of the researchers’ findings with the 
participants’ intended meaning. The researcher conducted the first two member 
checks with the initial two interviewees and then randomly selected the last two 
from the remaining sample. Key elements of transcribed interviews were read, in 
part, to four beginning teachers and one mentor for member checks. All respondents 
agreed that the transcriptions were accurate and two beginning teachers took the 
opportunity to expand on their previous responses. However, no new data was 
produced. Further, the themes were also presented, all with the intention to 
determine the accuracy of the findings (Patton, 1990).




An inductive content analysis served as the primary data analysis for the 
self-efficacy and the socialization experiences derived from the interview data 
(Patton, 1990). The first step in the content analysis was the verbatim interview 
transcription of the interviews. Following the transcription, the primary researcher 
worked independently to read the transcripts to identify meaning units or quotes 
from the full transcription. The quotes formed the basis of the lower and higher 
order themes (Lincoln & Guba, 1985; Patton, 1990). Specifically, quotes o f similar 
meaning were combined into lower order themes and given a label to represent their 
common meaning (higher order themes). Thus, the data analysis included a process 
whereby (a) all individual themes which together comprised the major category 
were inclusive (capturing the previous lower order themes), (b) all individual 
themes, which together comprised the major category, were mutually exclusive 
(distinct from each other), and (c) a higher order theme captured most of the lower 
order themes, leaving few, if  any, un-clustered lower order themes.
Data Analysis of the Teacher Efficacy Scale
Participants’ answers to each of the 30 TES questions were entered into the 
SPSS statistical package for data analysis. Using SPSS to analyze the data, the 
researcher first separated the items according to personal teaching efficacy items
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(n=15) and teaching efficacy (n=15) constructs, added them and divided by the total 
number of items (N=30). Second, the researcher also collapsed the 30 items to 
determine one overall teaching efficacy score. This process produced three separate 
mean efficacy scores for each person in the categories o f personal teaching, teaching 
(or general), and overall teaching efficacy. According to Gibson and Dembo (1984), 
low efficacy scores are considered scores in the lowest scores ranging from 1-2. 
Medium or moderate scores were represented within the range of 3-4. High efficacy 
scores were reflective of a 5-6 range. According to Bandura (1986), the levels of 
efficacy relate directly to how confident and competent one feels in regard to a 
particular task. Higher scores represent higher levels of teaching efficacy, which 
would indicate one who feels good about his/her abilities to successfully complete 
tasks (e.g., teaching). Lower scores would then be representative of someone who 
has lower efficacy and therefore does not feel competent. Any items that were 
reverse scored on the Likert scale 1=6 and 6=1 were accounted for within the data 
analysis using the SPSS program.
This chapter has presented all the methodologies used in the present study to 
examine and answer the four research questions. The data analysis was selected as 
the most appropriate to answer these questions. The chapter included the 
participants, instruments, interview guides, TES, and data analysis. All four research 
questions for this study were answered utilizing the analysis of interview data. 
Because all TES scores were moderate levels, they served as another demographic 
to describe the participants.
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RESULTS
The primary focus of this study was on beginning physical education 
teachers’ perceptions of their socialization into teaching. Data were collected to 
answer the following research questions:
1. How do beginning physical education teachers describe their 
socialization experiences into teaching in a K -12 physical education setting?
2. What are the sources of teaching efficacy identified by beginning 
physical education teachers?
3. How do beginning physical education teachers describe the role and 
effectiveness of their mentor?
4. How do mentors perceive their role and effectiveness as a mentor? 
This chapter presents the results of two teaching efficacy scales and two
inductive content analyses, one for the beginning physical education teacher data 
and one for the mentor data. The teaching efficacy scores for both the beginning 
teachers and the mentors are presented later in this chapter. The first inductive 
content analysis represents the interview data o f the 12 beginning physical 
education teachers. The data revealed in-depth information about the socialization 
process that included learning about the role and responsibilities within a school, the 
development of teaching self-efficacy, and the perceived role and effectiveness of
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formal mentors. The second inductive content analysis represents the interview data 
o f the four mentors regarding their self-perceptions of their role and effectiveness as 
a mentor of a beginning physical education teacher. The researcher’s challenges in 
analyzing the data revolved around the earnest attempt to let the data speak for itself 
rather than allowing the theory to guide the analysis. The use of a peer debriefer was 
helpful in determining themes that reflected the true meaning of the participants’ 
experiences
For both inductive content analyses, the data are presented in the following 
order: an overall higher order theme is followed by the lower order themes and raw 
data quotes that comprised the themes. Tables of the two inductive content analyses 
are presented to guide the reader.
Table 3 presents the data about beginning physical education teachers’ 
induction experiences, including the major category “Beginning Teacher Induction” 
as well as the higher and lower order themes.
Table 3
Beginning Physical Education Teacher Induction Experiences
Lower Order Themes Higher Order Themes M ajor Category





Learning Your Teaching Role 
& Responsibilities
On The Job Training
Mentor/Supervi sor 
Assistance
School Culture Uniqueness o f  a Beginning 
Physical Education TeacherSchool Environment
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Mastery Experiences Beginning Teacher 




The participants in this study were asked to describe themselves as teachers. 
Each interview began with this line of discussion with the assumption that the 
participants would have a perception of who they were as teachers that guided their 
beginning experiences. The teachers described two distinct areas in terms of their 
Beginning Teacher Identity, personal attributes that defined them as teachers and 
teaching behaviors that formed their beginning teacher identity.
Personal Attributes is the first lower order theme under the higher order 
theme o f Beginning Teacher Identity that represented the participants’ thoughts 
about who they were as teachers. They described themselves in terms of the 
personal attributes of being respected and fair, fun and a motivator, and a 
relationship builder.
When asked to describe themselves as teachers, almost half of the beginning 
teachers (n=5) talked about having either a disciplinary or motivational style. They 
readily identified themselves in terms of being a respected and fair teacher. For 
example, Jamie, who was in her first year of teaching physical education, shared,
Personal Attributes
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“I’m firm but fair, and I really like to start that w ay.. .start tough and then loosen up 
a little bit because then you have better control over your classroom.”
The recognition by students as a fair and respected teacher was discussed in 
terms o f establishing his/her credibility with his/her students. Mitch, a teacher with 
moderate teaching efficacy and two years o f teaching experience, shared, “I like to 
take the approach of, ‘if  you respect me, then I ’m going to respect you and we will 
work things out’... I think I got a lot more respect than they gave to past teachers.” 
Other teachers wanted to define themselves as fair but not a disciplinarian. As Paul 
explained, “I would describe myself as a fair teacher, although I ’m a pretty laid 
back... I ’m not a huge disciplinarian.” Still others considered how they were 
perceived by the students. For example, Sarah, now in her second year as a high 
school physical education teacher, shared, “I don’t think I ’m a big intimidating type 
person.. .because it’s really not my personality. I like to try to communicate more 
with my students rather than barking and giving orders.. ..the kids respect you more 
if you’re fair.”
Along with being respected, these beginning teachers identified themselves as 
possessing the ability to motivate their students by having fun. Four participants 
described themselves as “fun,” and readily embraced this characteristic as part of 
their beginning teacher identity. For example, Elaine, a first-year teacher, reflected, 
“It was important to me to be seen as being a fun teacher and not one who runs the 
class like it’s a chore.” Other teachers spoke about how being fun affected the 
students. For example, Matt stated, “If I’m having fun, they [the students] will have
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
84
fun.” Further, others identified the attribute of being fun as important to a physical
education teacher’s identity as well as its influence on motivation for the students.
Jamie, a second-year teacher with moderate teaching efficacy, shared, “I would
describe myself as a fun teacher.. .who really enjoys doing things with the children.
By being fun, I think I would describe myself as a motivator.. .someone who gets
them to like PE.” Another teacher, Nellie expressed concern that hopefully being
viewed as “fun” would transfer into students enjoying physical education class. She
described her challenge in the following way, “I consider myself a fun teacher, but I
spent a lot o f time wondering if the kids thought so.”
Being viewed as a teacher who built relationships with his/her students was
also viewed as an important personal attribute. Five beginning teachers in this study
talked about being a relationship builder which defined not only who they thought
they were, but also how they wanted to be perceived by the students. Bob shared,
I think I am a warm person and I like to joke around with students 
and I try to have fun so they see that I care about them so it’s not like 
they’re scared of me, but they know that when I give a look that I 
mean business, but yet at the same time, I have ones that come up all 
the time and hug me. You know, they know I’m not a cold person.
Another teacher, Diane, shared her thoughts about herself in terms of relationships
she hoped to build with the students. She expressed,
It’s important to me as teacher that I focus a lot on student 
relationships, more so than other teachers. The older teachers may 
focus more on content where I’m more concerned about how the 
students are treating each other in class and also how I connect with 
them.
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In terms of building relationships with students, Sarah made a distinction between 
how she described herself to teachers in other content areas. She believed that the 
context of physical education provided a different atmosphere for students to feel 
more comfortable relating to their teachers and fellow students. She shared it this 
way:
With PE teachers, we are the people they come to whenever they 
have a serious problem. They don’t go to their science teachers 
about stuff. Our school has a huge pregnancy rate and they’re 
always coming to us about it and I think it’s because we do have that 
open environment where they’re constantly up and moving and 
talking with each other and we’re talking to them, that they feel 
comfortable coming and talking to us about things, about stuff that 
they don’t share with other teachers. I really like these students.
The personal attribute of relationship builder was important for Lola when
reflecting on her first two years of teaching. She acknowledged how her
development coincided with that of the students: “I guess I’d say I developed along
with the kids and allowing my natural personality and tendency to develop a rapport
is the one thing I really learned in relation to being a teacher.” Paul acknowledged
building relationships with colleagues was equally as important to him and his
success as a new teacher. Paul shared, “I learned a lot about my skills in building
relationships and working and being on the team with other people and that people
aren’t always going to see things the way you do.”
Teaching Behaviors
Teaching Behaviors was the second lower order theme that was formed 
under the higher order theme termed Beginning Teacher Identity. Within the lower
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order theme of Teaching Behaviors, participants viewed themselves in terms of 
being a teacher who engaged in disciplinary, active, reflective, and adaptable 
behaviors. All of the participants acknowledged the importance of developing the 
ability to discipline and control the classroom environment in order to create an 
effective learning environment for all students. These beginning teachers also 
recognized that being active with students was important in terms of encouraging 
the students to be physically engaged in daily activities. Finally, being able to reflect 
on their practice as well as being adaptable to a variety of situations was important 
for the teachers to adjust to their new working environments. All of the quotes that 
follow reflect aspects of the teachers’ views about the importance of being able to 
display certain behaviors in order to survive as a new teacher.
The majority (n=10) of the beginning physical education teachers in this study
described their identity as a teacher in relation to classroom management and
changes in their disciplinary behavior that occurred over time. Gaining and
maintaining control over their classroom was a priority for most of the beginning
teachers. In fact, the topic of discipline came up during several portions of the
interview. For example, from year one to year two, Paul reflected:
I think I am more stem this year than I was last year.. .1 think I was a 
little more flexible last year trying to figure out how I can run it 
exactly the way that I know that works for m e.. .1 had to figure this 
out over time.
Three teachers shared the evolution of their comfort level and the 
establishment of their own authority with the students. They described a process that
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both helped to define who they were as teachers but also consumed a great deal of
their beginning years of teaching. For example, Mitch reflected,
I ’m a combination of strict and warm.. .I’ve been struggling with that 
recently, feeling that I ’m too strict. A big part is just because I think a 
lot of times the kids look at the gym as they get to run around like 
wild animals and they come in that way. And I don’t want to be the 
mean teacher, but I also think that, you know, I really do care about 
the kids but it’s just hard because I feel the need to have things a 
certain w ay.. .it’s a control thing with me, too.
Joyce described the importance of knowing her students personally as a way 
to understand what discipline techniques would work for each student. She stated, 
“Just learning who your students are and when to be nice, and when you have to lay 
the law down. I found that most important for me in my first year.” Being strict and 
firm with students seemed to provide a level of control that the teachers found 
necessary in order be effective in the classroom.
Being active with students was another teaching behavior they found 
important to encourage students to participate in daily activities. One third of the 
participants (n=4) defined themselves as being active and promoting active learning. 
These beginning teachers believed if they were active, the students were more 
willing to participate in the daily physical activities. Sarah, for example, described 
how her personality came through during her involvement in teaching activities and 
demonstrations:
My characteristic is student involvement, I like to jump in and get 
everyone involved, and I think if the kids see you doing activity, 
they’re more apt to participate. I like to have a good time, and I 
don’t mind being out in front of people and interacting with the kids 
and joking around with them on the side and things like that. I think 
it’s your personality that comes out in teaching characteristics.
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Joyce, an elementary physical education teacher, shared that she believed by being 
energetic and trying to make class fun, she encouraged students’ participation, and 
they also received her better as a teacher. She said, “I tried to make the class fun and 
not a chore in my first year as a teacher. If I have fun, the kids have fun.” Elaine 
shared a similar sentiment regarding being active and having class structure, both of 
which she felt were important to her teaching style. Her response was, “I would 
describe myself as pretty energetic, willing to help everybody, and I like structure. I 
will wait until they’re quiet before I go on.”
Some participants (n=2) compared their own teaching behaviors to the “old 
school” teachers who were not as active. Issues that reflected negative stereotypes 
about physical education were described by participants. They did not want to be 
seen as what they described as acting “old school” and would reflect on their own 
practice to determine if they were operating in ways they felt good about. Paul 
shared, “Because I’m young, I do a lot more active teaching compared to the old 
school teachers that kind of reinforces that stereotype o f ‘roll out the ball.’” Lola 
echoed the same sentiments, “I work with some more experienced teachers, and 
they are not very active with the students. The students call them ‘old school’ and I 
don’t want to be that.”
The participants’ self-identity as teachers was often described in terms of 
those behaviors needed to survive their first year. The teachers felt that different 
situations called for different instructional tactics, and therefore they needed to be
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adaptable to those challenges. Participants talked about the importance of being
adaptable and reflective in the face of making mistakes. Nellie shared,
I see myself as someone who learns from my mistakes and tries to 
change with that experience. I don’t try to reinvent the wheel, but I 
try to adapt to the situation, like remember things that didn’t work 
and do things differently the next time.
Joyce also acknowledged that it was all right to make mistakes as long as she was
focused on the learning experience and her ability to adapt to the situation. She
described her experience this way:
I learned it was okay to mess up. That, if  you go into a lesson and 
you think that you have this grand old lesson and then it doesn’t 
work out, it’s okay to switch it up, and the kids won’t even know the 
difference.
Elaine shared how she adapted her behaviors to fit the needs of the students:
I would describe myself as a young teacher who understands the kids 
in terms of what each group needs. Being in my first year at the high 
school level, it is a little bit different than at the adaptive level. At 
the adaptive level, I was definitely more caring, and more hands-on 
with each individual student. At the high school level, I feel that I do 
relate to the kids, but it is bigger classes. I’m not so on an individual 
level with-each student.
Jamie indicated how she adapted her classes to meet the skill level of students as
well:
I’m kind of a little bit more student-centered in my approach. I do 
adapt my curriculum to the needs of the students a little bit more, 
especially in physical education. I have to teach girls PE and a lot of 
times the girls have had very poor backgrounds in physical 
education, and I have to really simplify everything for them. I have 
to teach them how to skip and hop again, and I have to modify the 
class, to make it simple.
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Diane also recognized the importance of having her class activities match her 
students’ skill level: “You learn to get used to what you can accept and how 
different people have different skills.”
In response to probes, participants were able to further describe how their 
identity became reflected in their practice, how it was a continual two-way process 
for them, and how they learned from their students. Mitch reflected on his practice 
as a teacher and the importance of feedback and patience. He described his learning 
as,
I learned how to give better feedback to get my point across, and I 
learned how to be patient. In the beginning I got frustrated because I 
was so concerned they were not getting it, and I didn’t know why. I 
continued to search for answers and to find methods that worked for 
the students.
Jamie shared, “My students are the first to tell me what they think and sometimes
their ideas are great, and we use them in class.” Matt credited his students for being
an inspiration to him: “They are really creative sometimes. I teach them and they
teach me, we work it out together and everyone feels good.”
Being prepared and organized for classes was also expressed in participants’
reflections about their teaching behaviors. Sarah recognized the importance of being
prepared before she entered her classroom. She also learned the importance of
modifying activities to meet the needs of young students as compared to her
classmates in college. She shared,
I have to prepare more like how my lesson is going to run from start 
to finish and come up with more modifications than I ever would 
have before because I am actually teaching young students now 
rather than trying it on my friends in class.
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In all, during their induction experiences these teachers were continually 
faced with challenges that allowed them to grow as professionals and leam their 
new role and responsibilities. Learning their teaching role and responsibilities came 
from many different sources of information, especially practical learning 
experiences while in their first teaching positions. Both their personal attributes as 
well as their newly formed teaching behaviors were influential in helping to form 
their beginning teacher identity. From this experience, the beginning teachers would 
continue to develop as they learned more about their role and responsibilities as a 
new teacher in a school system.
Learning Your Teaching Role and Responsibilities
The second higher order theme labeled Learning Your Teaching Role and 
Responsibilities was formed through in-depth discussion of the beginning teachers’ 
perceptions of the socialization process. In the case of these beginning physical 
education teachers, this process resulted in feelings of excitement, anticipation, and 
sometimes a level of frustration. There were several factors that influenced the 
process of how they learned their roles and responsibilities as a new teacher. These 
included previous training, on-the-job training, and mentor/supervisor assistance.
The majority of these beginning teachers used previous experiences from 
both educational and practical training to leam and navigate their role and 
responsibilities. Many saw their day-to-day experiences in their new teaching 
positions as on-the-job training and discussed learning their roles informally rather
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than through formal training. During the interviews, participants shared the 
importance o f having mentor assistance with learning the culture within the school. 
Mentors, for the most part, provided them with someone who had experience and 
connections within the school. This made the transition for these new teachers easier 
by saving valuable time in learning their role. It also provided answers to questions 
and information that would help them navigate their responsibilities on a daily basis.
Previous Training
The beginning teachers in this study relied on their teacher preparation and
other previous training to assist in learning their teaching role and responsibilities.
Several participants compared what they learned in their teacher preparation
program with how the veteran teachers carried out their responsibilities in the
schools. For example, Lola expressed some challenges when faced with working in
a department that seemed to follow the stereotypes regarding physical education and
the “old school” or “roll out the ball” mentality. This beginning teacher relied
heavily on her teacher preparation as an informational source about what a teaching
role would include. She shared,
The PE department at the school I work at was not good. It was old- 
school “roll out the ball.” So I guess I felt a little more confident 
because they were just amazed by what I had learned in school and 
how I was prepared for the logistics of being a teacher.
Paul felt he was the only one willing to do any teaching with the students as well.
He shared,
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I watch what the veteran teachers do day to day in class and it is 
nothing more than “roll out the balls” type o f stuff. It is mind- 
blowing to watch in regards to teaching a class. They basically don’t 
teach at all and then I come in to actually do something with the kids.
The kids sometimes challenge me about why we have to do stuff. It’s 
outrageous, and it doesn’t match with everything I learned about 
being a good teacher.
Each teacher spoke about developing an understanding of their role and
responsibilities based on their teacher preparation programs. Diane, a first-year
teacher, spoke to the process of learning her role during her first year,
I think that I was very well prepared going in on the technical parts 
of being a teacher but the more experience you have, the more you 
realize what you don’t know. I actually spent a lot of time this year 
adapting to that issue.. ..things that you didn’t leam in the school... 
like how to modify in the real w orld.. ..that’s when you start to feel 
like a better teacher. I thought I was pretty confident going into it 
and then I realized how much I didn’t know throughout the first year.
Mitch, a second-year teacher, distinguished his preparation experiences by the grade
level he taught and described how it impacted his first years in teaching:
Elementary-wise, I was pretty prepared. I had a lot of games, a lot of 
ideas, and we were really prepared. There’s more in high school.
Like policies, how schools run, and there’s so many things that I 
found out a little bit at a time, and I thought I was very well prepared 
for elementary level. I wonder how other new teachers do if  they feel 
they weren’t very well prepared.
Nellie, on the other hand, described her early experiences wishing she had been
better prepared by her teacher preparation program to take on her first-year teaching
duties. She explained,
I still think I could have been better prepared. I know the things I 
want to do, the things I need to do in my first year, but I just took 
what the teacher did the year before and did it my own way. I think I 
could always have been more prepared, even now.
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Although their teacher preparation experiences proved valuable for some of 
the teaching methods needed for their first job, it was actually being a full-time 
teacher with their own group of students that provided the most direct form of 
learning on the job. The combination of these two forms of experience, both college 
preparation and on-the-job training, helped to better inform their practice as new 
teachers.
On-the-Job Training
Participants in this study (n=7) shared that although they felt prepared
regarding the logistics of being a teacher, there was still a “shock” factor during the
first year. They often expressed that the process of learning one’s role and
responsibilities was largely an “on-the-job training” experience. For example, Joyce
shared that in relation to classroom management, she had to leam by trying things
on her own. Joyce shared some impressions about the difference between learning
in a college preparation program and learning on the job:
I was confident coming out [of a teacher prep program], and I 
thought I was going to be a great teacher, and I felt prepared. But 
then in the day-to-day basis o f all that I had to leam, I realized that I 
would have to leam a lot right then and there. I realized on a daily 
basis they can’t teach you everything, and you kind of leam as you 
go.
Other participants viewed their first job as providing the opportunity to build
competence and confidence through their daily teaching. For instance, Sarah shared,
I think the more you teach, the better you get. Everything comes with 
experience. I started to leam more and understand how the kids are
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thinking and the more you do it, I think, the better you get at it as you 
go-
Participants also explained that the teaching environment often lacked
immediate resources that could assist in learning their roles and responsibilities. In
turn, this created an atmosphere of on-the-job training or leaming-by-doing. Jamie,
a first-year teacher, shared her perspective:
As a new teacher, you are given nothing. I had to try and figure out 
everything on my own and sometimes it was tough. I often felt like a 
“fish out of water” trying to figure out what I was supposed to be 
doing and if there was anything special they wanted me to teach. I 
did not leam my schedule until the week before school started.
Diane expressed similar thoughts about her on-the-job training: “It was a little bit
like leam as you go, but there were some things that we would sit down and meet
about, like parent-teacher conferences, and my mentor would tell me what to
expect.” Feelings were also expressed that there was no information given to help
them understand their role more clearly. Sarah indicated, “It was me doing it and no
one told me I had to do it. I was never told school policies and procedures.” June
expressed similar confusion:
I had to work at several sites in my first year and that made it 
difficult because there was little or no information to help me leam 
my role as a teacher. I didn’t really have a tme home base and 
therefore found much of my first year very confusing and 
overwhelming. I usually learned what I was supposed to be doing 
after I had already done something wrong. It was hard for me much 
of the time, and I didn’t have a great mentor either.
One area of challenge for these teachers focused on learning the role and
responsibilities as they related to classroom management. Jamie expressed her
experience this way:
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I spent a lot o f time learning my authority in the classroom on my 
own. In my first year, I was so worried about being run over by the 
students. It changed a lot, like my classroom management area kind 
of improved a lot and that was the hardest thing for me to leam and 
probably the most important to leam quickly so I looked in charge. I 
would have liked more direction from my mentor, but he just focused 
on the administrative stuff, not teaching.
Another participant, Joyce, also shared how observing other teachers was beneficial
to give her ideas regarding how to manage her classroom, “I thought that it was
helpful to watch others teach. You get some more ideas about the ways they do it
that you never even thought about.” On the contrary, Matt described his experience
as “leam as you go” in terms of his classroom management, “As for classroom
management, they can tell you all kinds of things, but you have just got to figure out
what works best for you at your school.”
Participants (n= 3) in this study also expressed how feelings of uncertainty
about learning their teaching roles and responsibilities were related to increased
behavioral problems in their physical education classroom. Lola described her
evolution from year one to year two and her ability to more effectively manage her
own emotions and behaviors. She described it this way:
I feel extremely competent now in my second year, and I ’ve learned 
that even if I ’m not entirely sure about something, I have to answer it 
with complete confidence because very rarely will a student actually 
pick a mistake out and correct you on it.
Matt, a teacher with lower teaching efficacy, talked about how the process of
learning on the job created anxiety,
I was very, very nervous coming in .. .I’m kind of Type A to begin 
with but then trying to leam a new job put me over the top ... but by 
the end of the school year I was more relaxed and feeling good about
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myself and what I was doing for the children. I knew that I had to 
leam how to get control of the kids early or things would not be 
good, and once I did, I felt a lot more comfortable.
Diane also felt discouraged at times during her first year as it related to discipline
and that created anxiety for her as well. She relayed her concerns this way:
I wasn’t really discouraged about my teaching abilities but more in 
terms of my disciplinary decisions. A lot of times I wondered if  it 
was because I was a woman, and they just didn’t think I could be a 
disciplinarian. I felt discouraged by not being supported in regards to 
discipline and that created some anxiety for me at times.
Some of the teachers discussed the process of learning their roles and
responsibilities in relation to time. Specifically, they described how, in time, they
learned what they needed to do and what was expected of them, which allowed
them to become more relaxed, confident, and ultimately a better teacher from their
perspective. The participants described it in terms o f an evolution of becoming a
teacher with time and experience. Matt shared, “I felt like the more I taught, the
better I got with my techniques or methods and everything comes with experience
for me.” Sarah spoke in terms o f her development of perceptions of competence.
She shared,
My level of competence is getting better and better as time goes b y ...
I thought I was really good coming right out of college, but I think I 
figured out last year that I had a lot to leam, and it’s coming along.
Bob, a second-year teacher, shared how he handled learning his classroom manager
role on the job:
I would say I had to go in and be very firm and lay down the law in 
my first year, but I didn’t realize how much I had to do it again in my 
second year. In my second year, I was a thousand times stronger than 
I was my first year. I knew what to do better by my second year.
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Some participants felt that time on the job allowed for more practice with teaching
responsibilities. Mitch expressed it this way:
Second semester was completely different than first semester. I 
knew exactly what to expect, how I was going to start, how things 
were going to go, rather than sometimes maybe feeling like you were 
flying by the seat of your pants. The more you practice, I think, the 
better you get at anything.. .1 felt I had a pretty good idea of what I 
wanted to do.
There were on-the-job training areas that involved other aspects of being a
teacher in a school as well as an employee that the beginning teachers in this study
were unable to experience in their preservice work. One of those areas included
being in a community with demographics for which they felt ill-prepared to teach.
Another area included dealing with parents and families or the community in
general. Thus, some aspects of learning their role simply were not being taught in
their preservice work but rather were learned on a day-to-day basis. Diane described
it this way, “In terms of developing lessons and block plans, it all was there but not
dealing with different socio-economic backgrounds and diversity. Those things
along with discipline and religion had to be learned right here and now.” Sarah, a
second -teacher, shared how knowing her community was critical for her work with
her students. She described it as,
Knowing my students and the type of community we are in is 
important because we have a lot of teen pregnancies and that can be 
challenging. You have kids having kids, and I have to find ways to 
teach them. It is challenging much of the time.
As these beginning teachers worked to navigate their new school culture they were
faced with what they described as the importance of having someone to turn to
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
99
when they had questions or concerns about what was going in the school or with 
students. One place they found some answers was through mentor assistance.
Mentor/Supervisor Assistance
Having assistance from a mentor or supervisor proved valuable, for the most
part, to these new teachers in learning their role and responsibilities. As
professionals, they found themselves needing feedback about their own teaching
performance. Mentors were one source of feedback for these beginning teachers,
both as sources of support for their teaching and their overall socialization into the
school. Matt shared the importance of feedback from his mentor:
When my mentor saw me teach, I would ask him questions on what 
would work, what wouldn’t, and he would give me feedback. He 
would tell me about what he liked and what he thought I could 
change. The department chair was also very encouraging regarding 
what he thought about my teaching.
Bob also expressed the importance of getting feedback. He shared, “I just don’t
need to hear ‘Great job! ’ I also need to actually have some real ideas about what I
could change.” Lola, a third-year teacher, shared how having a mentor to observe
was helpful in both support and ideas for teaching or activities. She described it as,
I thought it was helpful to watch others teach. I got some helpful 
ideas and learned the ways they do things that I never even thought 
about. My mentor was also helpful to give feedback on what I was 
doing as well.
In general, only some (n=5) of the beginning teachers received help from a 
mentor, in both teaching and their induction into school culture. When this occurred, 
it allowed the beginning teachers to successfully navigate their way through their
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first years of teaching. Not all mentors were helpful due to different content areas 
and the lack of adequate time and training to provide effective mentoring. Bob 
shared, “My mentor taught me a lot about paperwork, grades, attendance, etc., just 
not so much about different ways to teach things.” June, who was a second-year 
teacher, acknowledged that her first mentor did not provide much support for 
teaching, but instead helped her navigate the school environment and staff. She said, 
“I wanted more help with teaching than just how to do my grades. My mentor was 
nice but not PE or helpful for how to teach something in PE. That’s why I felt 
sometimes I was better off without his help.” The issue of being a beginning teacher 
in physical education specifically created different pedagogical issues for these 
teachers and therefore made them feel their experiences were different from many 
of their colleagues.
Uniqueness of Teaching Experiences for Beginning Physical Education Teachers
A primary purpose of this study was to determine the uniqueness of 
beginning physical education teachers’ induction experiences. In examining these 
physical education teachers’ induction experiences, the researcher was able to 
identify several aspects of physical education labeled unique to teaching in this 
content area. Specifically, they shared the perceptions of other professionals in 
schools regarding the view of physical education as “chaotic,” “just playing games,” 
and “it’s only PE.” All the participants related at least one occasion where the
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uniqueness of the physical education setting was viewed as different from the rest of 
the school curriculum.
Participants revealed that there were unique aspects of the school 
environment and the broader school culture that contributed to their feelings about 
the induction experiences. The lower order theme of School Culture provides insight 
into the participants’ experiences with the marginalization of physical education and 
the lack of an assigned mentor in their content area of physical education. The lower 
order theme of School Environment was characterized by discussion of the 
uniqueness of physical education classroom management, lack of teaching 
resources, and assignment of dual roles.
School Culture
The label of School Culture represents the participants’ perceptions of the 
values and beliefs within the school regarding physical education. Recognizing that 
culture is created by its members, these participants shared how they had to leam 
their role within that culture as well as their role in creating a culture. That culture 
included both coworkers and students alike and presented several of its own unique 
challenges. For instance, the teachers experienced the challenge of having to teach 
students who, unlike their college peers, were unwilling to participate in class 
activities. Several participants shared that the lack of value placed on physical 
education in the overall curriculum within their school influenced how students 
viewed the physical education classes. They shared feelings of responsibility to
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safeguard the value of physical education not only within their school but in general 
to promote physically active behaviors. In spite of this value for physical education, 
there were daily examples of marginalization. Sarah, a second-year teacher, 
expressed,
Probably the biggest challenge out of my first year was this is my 
first experience of dealing with kids who were forced to be there. I 
think one of my biggest challenges and goals was to make the student 
who didn’t particularly care for PE actually feel like it was one of 
their favorite classes.. .it’s not like other subjects where maybe it’s 
respected more in the curriculum.. .1 reached some but not all.
The teachers were eager to talk about their perceptions of the
marginalization of physical education within their school system and how it affected
their socialization into teaching. Several teachers placed some of the responsibility
for the marginalization of physical education within their school on veteran
teachers. Specifically, three teachers observed a lack of motivation to teach on the
part of veteran teachers in their school. June shared several o f those frustrations:
Since I was able to see so many PE teachers, I was disappointed with 
the level of teaching they were doing. Sure, there are a handful of 
really great PE teachers out there, but there are so many more 
teachers that are just rolling out the ball and have just been doing it 
for so long, they really don’t care. And that’s discouraging because 
it’s like, “Oh, you mean, they’re able to get away with it?”
The participants viewed the veteran teachers’ lack of accountability as the
responsibility o f school administrators to correct. In turn, it was hoped that physical
education would not continue to be discounted by other teachers as well as students.
These teachers began their first teaching positions with great hopes, enthusiasm, and
motivation. It became a source of disillusionment for these teachers as they
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observed not only the veteran teachers’ lack o f motivation or active involvement in
teaching, but also the low standards of performance held by school administrators
for those teachers. Sarah described her observation of the situation in these words:
It was like the [veteran] teachers were just down in the gym, they’re 
able to do whatever they want and it felt like everybody else, all the 
administrators, everybody else is just so busy, that PE is the last thing 
they care about.. That it is a dumping ground.. .it’s horrible because 
you go to college for so long and you come out bright-eyed and 
wanting to change the world in PE and then you come into a situation 
where you get to see all of these different teachers that aren’t doing 
what they’re supposed to do.
Nellie found that at times it negatively impacted her own motivation to teach her
students. She expressed her frustrations about her situation:
The veteran teachers in our school are doing nothing but reading the 
paper or drinking their coffee while the kids run around like crazy, 
and no one says anything about it. They think they are just in the 
gym, nobody really cares what we are doing and it felt like 
everybody else, all the administrators and everyone were just too 
busy, and PE was the last thing they cared about.
Bob expressed his frustrations with the lack of performance standards for physical
education:
Students are allowed to not dress 20 times a semester and that is 
outrageous. Now when I transfer to the other school with the 
sophomores, juniors and seniors, it’s only 6 times a semester. So, at 
our school, we just baby the heck out of these kids and it’s sickening.
And PE, of course, is thought of as, ‘Well PE you don’t do anything’ 
so I’ll tell them [the non-physical education teachers] to come on 
down to the gym and teach a class for me and then they say, ‘Oh no, 
that’s chaos.. .1 can’t handle that!’
Several participants expressed that physical education has value outside of 
the classroom setting. They explained that the physical education setting lends itself
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to a different level of interaction where the teacher can make a difference in the
student’s life outside of school. Sarah, a second-year teacher, expressed it like this:
I think we get them to interact more with each other than they do in 
other classrooms which is something that you’ll need for the rest of 
your life, which is how to interact with people. And I think that our 
department does that more than any other department in the building 
does. With PE and health teachers, we are the people they come to 
whenever they have a serious problem. They don’t go to their 
science teachers about stuff. Our school has a huge pregnancy rate, 
and they’re always coming to us about it, and I think it’s because we 
do have that open environment where they’re constantly up and 
moving and talking with each other and we’re talking to them that 
they feel comfortable coming and talking to us about stuff like that.
Nellie felt that students interacted with physical education teachers in a different
way, and there was more of the mind and body engaged in learning. Subsequently,
she felt she developed different relationships with her students and stated,
Students see me different than their math or science teachers, and 
they tend to feel more comfortable with me and the other PE 
teachers. I know many of my students talk about family problems 
and are not afraid to tell me stuff that’s bothering them. I really care 
about my students and in the type of class I teach, we have lots of 
opportunities to develop that.
Having a different connection with students provided these teachers opportunities
that impacted their classroom management. They recognized the difference between
a physical education classroom and a typical “desks and tables” type of classroom.
That difference was critical to the management techniques they chose to use.
Another unique aspect of teaching in the physical education environment is
the need for both adequate physical space and equipment to teach students at any
grade level. Participants (n=4) spoke to their frustrations about the impact that poor
or missing equipment had on their beginning years. One participant made reference
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to a perceived disconnect between her preparation experiences in college and the
“real world” of teaching in terms of available teaching resources. June expressed,
I had a lot of real-world experiences that hurt my confidence like 
equipment issues. In college, everybody had a soccer ball when we 
did our lessons, and when we learned how to teach soccer, everybody 
had a soccer ball. We had this huge gym, and we didn’t have to deal 
with, ‘Oh, there’s a play in the gym today. You’re not allowed to use 
the gym. Go into the classroom and teach them.’.. .College was a lot 
like a perfect world situation. In the real world I only have two 
soccer balls for 40 kids. You have to leam to modify, adjust for the 
number of students, call other schools to borrow soccer balls, get 
different equipment, and consider different ways to teach things.
Anything I could do so that I could teach what I wanted to. At first 
that shakes your confidence pretty good.
Another teacher, Jamie shared how teaching the large numbers of students added to
those issues related to equipment. She said,
I have to always be thinking about what I am going to teach and how. In 
college, we taught our peers, say 10-15 o f them at a time, and now I have 
anywhere from 30-50 kids at once. Sometimes we combine classes and then 
that can make a bigger problem. It’s challenging but we do the best with 
what we have got and we can get VERY creative.
The lack of teaching resources was also reported in the form of limited or no 
information from supervisors or administrators. One male teacher, Paul, shared that 
he felt the administration gave him little guidance as he began his new job. When 
asked if  he felt prepared by his supervisors to begin teaching, Paul responded, “Not 
really because they were so casual about hiring a physical education teacher and 
were not really concerned about me. I didn’t have any idea what the PE department 
was supposed to be doing.” Diane shared that she felt a lack of support for her 
teaching challenges, especially those related to physical education. This was an
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important point for Diane as she responded to a general probe about her overall
feelings about her first year of teaching. She stated,
One negative I would say was that there are a lot of areas that I didn’t 
feel supported. One is the philosophy of the school is to take all the 
leftovers from the rest of the schools. We get a lot of the low socio­
economic, low academic, a lot of just the problem kids and anytime I 
turn to the administration for help by saying, ‘Hey, can we do 
something about this kid, he did this horrible thing?’ or, ‘Can we put 
him before the disciplinary board?’ The answer a lot of times it was 
just no. Our administration has a lot of counseling backgrounds, and 
they’re taking the mentality toward the students like, ‘Let’s fix 
them,’ instead of helping your teachers because they can’t fix them.
A lot of times I tried to develop a little bit more of a relationship with 
those students, hoping that maybe if  I had a more one-on-one with 
them they would calm down in class. Sometimes it worked and 
sometimes it didn’t, but either way the administration did little to 
help me or offer any guidance.
Three of the new teachers had mentors who taught outside of physical 
education. The relevance of matching the mentor’s content area with that of their 
protege was noted by the majority of participants (n=9) and influenced their 
perceived effectiveness of their mentor. They felt there was a certain amount of 
uniqueness to their beginning experiences with a mentor in physical education as 
compared to other subject areas. They viewed physical education as a more unique 
content area than others within the school curriculum, and they felt strongly that a 
mentor from physical education should be assigned. In their opinion, having both 
the mentor and the beginning teacher in physical education provided an opportunity 
to gain pedagogical as well as general advice. One teacher, Mitch, described his 
perspective:
Make sure there’s always an open door policy and that the people 
they’re mentoring know they can come to them whenever they have
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a question. Ideally, I think it would be really good if the mentors 
were in the same content area because then you have more in 
common, and there are more things for them to talk about. It is 
important for your mentor to be able to give you some feedback 
about your teaching.
Another teacher, Elaine, shared that non-physical education mentors may not view
physical education as “teaching,” therefore finding it difficult to provide good
guidance. She stated,
I would say that even if you’re not in the same field of teaching, to 
not be, “Oh, I don’t know anything about it so I’m going to push you 
off on this person.” Or just because we’re in PE, we still do a lot of 
teaching in like regular classrooms.. .when she [mentor] said she 
didn’t know much about it [PE], she pushed herself away when she 
really could not relate to me.
A beginning teacher having a mentor outside of physical education proved
challenging for some (n=3) because the mentor did not view physical education as
“real teaching.” Lola shared her experiences of having a mentor in another content
area. When she began her first year, she had no mentor and when assigned one, he
was a computer technology teacher. Lola described it as,
It was half way through the first semester before I ever had a mentor.
Then when I did, he came to one of my classes, looked around, and 
said, “I don’t really know much about this so I am going to have to 
find you someone else.” That someone else never came, and I was 
left without a mentor once again.
June shared similar experiences with a mentor from a different content area. Her
mentor came to her class and said, “Kids look good, room looks good, you are doing
fine.” The mentor never returned after this one visit. June felt that a mentor outside
physical education might negatively impact his/her ability to be an effective mentor.
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Her advice was, “Be open-minded and willing and not be so scared just because 
we’re in a gym and not a classroom. I think she was intimidated by the PE.”
Nellie expressed how important it is for the beginning teacher to seek out 
support from a mentor, even if he/she is not readily available. She felt a beginning 
teacher may need to force the connection if  it is not made for them. She expressed it 
this way:
I would say that even if the mentor doesn’t make a bridge with you, 
you should do i t . . .try to form that bond with them. Because they do 
know a lot of things, and if you don’t have the chance with someone 
who’s actually working with you everyday, all day long, you 
definitely want to even force the bond, force the connection, talking 
to them, learning things so you’re not wandering around the halls not 
knowing what you’re supposed to do and other people are doing.
The challenge of having a mentor outside of physical education and the lack of
understanding for their teaching context was compounded by several personal
constraints that put an additional set of demands on them during the beginning years
of teaching.
School Environment
Physical education classrooms are unique environments in terms of risk 
management issues. The beginning physical education teachers in this study 
recognized the importance of being firm in order to maintain a safe and effective 
teaching environment for students. Nellie stated her thoughts this way, “Physical 
education is different because the kids can get hurt, and so, if  your class 
environment is out of control or chaotic, you are just asking for trouble.”
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
109
Other participants shared the importance of having guidance from others . 
within the school to provide direction with proper management techniques. Elaine 
felt that her classroom management was the area she was most challenged by; 
however, it did improve over the course of her first year as she was able to practice 
different techniques and receive assistance from others. She described the changes 
in her classroom management: “It changed a lot from the beginning of the year. My 
classroom management improved and that was the hardest but most important part 
about teaching PE compared to the things other non-PE teachers have to learn.” 
Nellie expressed how her mentor provided some necessary assistance in classroom 
management:
I definitely learned from her [the mentor] every day just how to start 
the class, giving the rules at the beginning of the year, you know, and 
setting up the gym. I mainly used to go to her with how to handle the 
class size in relation to making sure I could watch and mange 
everyone going in a million directions.
In terms of adequate classroom management, Sarah indicated that it was important
for her to establish herself as the teacher early on in her teaching. She believed she
did so by drawing distinct lines in terms of her relationship to the students. She
shared one experience:
I learned how to be very professional at every moment and watching 
how you are with some of these kids. If they see you as a friend some 
of them will take advantage o f it and act up and then others follow, 
and you can lose control real quick.
Sarah found having a mentor to assist with management tactics and ideas proved
helpful. They [mentors] would often take time during the school week to discuss
issues related to classroom management ideas and techniques in the hopes of
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establishing herself as a teacher. This form of assistance seemed invaluable to Joyce
and her subsequent survival as a teacher:
They [mentors] helped me learn how to deal with discipline 
problems. At first I would try to beg the students to do what you 
want them to do. If I didn’t have a mentor to give me some feedback 
or ideas, it would have driven me crazy. I think that was probably 
one of the important things that I learned because I saw how she 
handled it.
Another aspect of teaching in physical education that appeared unique was
the assumption of an additional role such as coaching. They shared how this role
seemed to come to them almost by default. Other roles mentioned were driver’s
education teacher and athletic director. In trying to balance these added
responsibilities, there was an impact on their teaching. Matt said, “Honestly... .right
now I don’t feel that I am up to par with what I’m teaching. It has everything to do
with me having so many other responsibilities.” In holding the dual role they
expressed the concerns and stressors o f having to learn their roles and
responsibilities across several areas and in some cases two or more locations.
Occupying two roles in a school environment led some participants to discuss their
competence across the two roles. For example, Bob shared,
I’m very competent in driver’s ed, but physical education, to me, is 
just an ongoing process. I’m always looking for new ways to get 
better.. .so, I ’m a little less confident and in driver’s education I feel 
real competent.
When asked about advice participants might have for other beginning teachers 
regarding survival in their first year, one teacher was quick to emphasize the issue
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of dual-role strain. She believed that beginning physical education teachers are
quick to take on too much in their first year. Diane had this advice:
Don’t take on too much. Everyone thinks they can coach right away, 
and they can maybe start their grad classes at night right away. Or 
live on your own, buy a new place, like out of college on your own 
for the first time. My advice is to try to take it very slowly, but try 
not to bite off more than you can chew.
Jamie described her dual roles as coach and teacher this way, “It makes me feel less
competent in both roles at times. I felt less effective at times and sometimes it would
have been nice to have just one role to feel really good about.” Elaine also shared
how the perception of teaching in physical education came with the expectation to
coach, “When you teach PE there’s an assumption that you will coach, so you can
sometimes feel sort of forced into it.” In another sense the dual roles that these
teachers occupied also came to influence their job performance. Matt, a third-year
teacher, described the negative effects of having the dual roles as physical education
teachers and coaches like this:
I remember it was in the middle of football season and working 15- 
plus-hour days, and I hadn’t turned in a lesson plan at the sixth-grade 
school or at the elementary school in three weeks. I don’t know what 
happened but I had an instance where I ran out of gas. It made me 
late to my elementary assignment, and when it got back to the 
principal, he just flipped a lid. I mean, he has been known to do that, 
but I was spread so thin.
Bob felt a similar burden while coaching and having to juggle both practice and
teaching assignments. It seemed overwhelming at times and he felt it negatively
impacted his teaching experience. He said,
Don’t get me wrong, I love coaching but sometimes it made it 
challenging for me to teach all day and then go straight to practice
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and not end my day until nine at night. Something had to give and 
unfortunately I felt my teaching wasn’t as well planned out as I 
would have liked it to be.
The dual role for a few (n=4) of these teachers was challenging and 
negatively impacted their role as a teacher. They acknowledged that the challenge 
was great at times, but they also enjoyed having the dual role and it was difficult to 
consider giving up in order to make life easier. Their efficacy was impacted by the 
dual role as well as other sources.
Levels of Teaching Efficacy
The data for the beginning teachers’ and mentors’ teaching efficacy scales is 
provided below. The reliability coefficients reached acceptable levels of .86 for the 
personal teaching efficacy and .89 for the teaching efficacy scores. Personal 
teaching efficacy represents a measure o f one’s belief that one has the ability to 
bring about student learning. The other dimension of teaching efficacy indicates the 
degree to which teachers believe other educators can control the learning 
environment despite influences such as family background, IQ, and school 
conditions.
The Gibson and Dembo (1984) Teacher Self Efficacy Scale (TES) was 
utilized in the present study to measure the levels of teaching efficacy for the 
beginning physical education teachers. A mean teaching efficacy and a mean 
personal efficacy score were computed. The inverse scoring of several items was 
completed prior to the analysis of the TES instrument to account for maintaining a
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high confidence. Response items that were inversely scored from the Likert scale 
enabled the researcher to compute levels of teaching efficacy: low efficacy (1-2), 
moderate efficacy (3-4), and high efficacy (5-6).
The mean score for the beginning teachers was 4.17 (Table 4), while the 
mean teaching efficacy score for the mentor was 3.92 (Table 5). These mean scores 
reflect moderate teaching efficacy scores for both the teachers and the mentors.
Table 4
Teaching Efficacy Scores for the Beginning Teachers















Teaching Efficacy Scores for the Mentors
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The higher order theme Sources o f  Teaching Efficacy consists of the lower 
order themes of mastery experiences, mentor feedback, physical demands of 
teaching physical education, and role model availability. Together these sources 
impacted the beginning teachers’ efficacy as well as overall induction experiences. 
In this study, participants described mastery experiences as the level o f confidence 
developed during their college preparation as well as practical, on-the-job 
experiences. Mentor feedback provided another source that could both positively or 
negatively influence their sense of efficacy. The physical demands of teaching in 
physical education were viewed as different and unique compared to their 
colleagues in other content areas, which had its own impact on the development of 
teaching efficacy. Finally, the availability of a role model in terms of having 
someone to observe in a teaching situation, with multiple years of experience, 
provided a positive influence on teaching efficacy.
Mastery Experiences
The mastery experiences identified by the participants were developed 
through previous mastery attempts in their college preparation programs. The 
participants also discussed their mastery in terms of a trial-and-error approach. This 
approach included having adequate opportunities to test different techniques with 
their own class of students. The development of their authority emerged through 
trial and error. One first-year teacher, Jamie, stated, “I’m very comfortable in class,
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and I am always trying new things. If it doesn’t work out, I’ll try something new. I
don’t get real shook up about it.” Another teacher, Matt, described his process of
mastery this way:
I feel pretty competent, but I had to learn as I went along with some 
things when it comes to teaching. I rarely have discipline issues now, 
and there are times when you come across things that you’re not 
great at and you just have to do the best you can with them. For the 
most part, as far as classroom management and teaching go, I think 
I’m doing pretty well.
Having confidence in their abilities to teach the types of activities they were
assigned provided these beginning teachers with a greater sense of mastery as well.
This mastery provided an important influence on their efficacy. One teacher, Paul,
put it this way, “I think I’m pretty competent in most of what we do at my school. I
am competent in the core sports, and that is what we focus on here.” The element of
practice or repetition in the activities taught was also beneficial to developing a
sense of mastery. Lola shared,
I think the more you teach, the better you get. Everything comes with 
experience. I started to learn more and understand how the kids are 
thinking and the more you do it, I think the better you get at it and 
the more the kids get it too.
Along with their own mastery experiences, encouragement from 
others such as a mentor was very important to the development of teaching 
efficacy. The mentor encouragement experienced by these participants 
ranged from having a positive influence to a negative one.
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Verbal Encouragement
Verbal encouragement provided necessary validation for beginning teachers
who were willing to test or challenge themselves in relation to their teaching
methods. The positive and negative feedback given by their mentors had influences
on these beginning teachers’ efficacy. Some of the teachers interpreted the feedback
as encouragement, while others experienced negative feedback. For example, Matt
was convinced he was going to get fired in his first year. His teaching efficacy was
obviously shaken by the negative feedback from his supervisor. He took a great
amount of time telling his story:
My mentor just rode me so hard because I forgot to turn in lesson 
plans.. .1 wasn’t expecting the kind of negative feedback because I 
didn’t have the kind of support I needed either. The only positive 
feedback was from my coworkers, but my principal, oh my, he rode 
me so hard. If he didn’t, I may not have turned in a lesson plan and 
maybe it built my confidence just surviving his reprimands. He just 
completely flipped a lid and, he rode me pretty hard for about two 
months. After a while, he calmed down but for the first four months 
of the school year, he was all over me all the time. I remember 
hearing that he started to doubt, you know, if  I was the right person 
for the job, and I was definitely under a lot of stress last year. He 
was a very intimidating man, and I found out later that that’s the way 
he is with younger teachers. He wants to try to have that intimidating 
factor so that you’re always, always thinking about what’s the right 
thing to do.
Other teachers talked about receiving negative feedback from parents. For example, 
June shared, “Taking negative feedback from parents that blame you for their 
child’s grade.. .at first it shakes your confidence and then you learn to be a little bit 
stronger and stand your ground a little bit more.”
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A few teachers (n=3) stated that having a relationship with reciprocal 
positive feedback between them and their mentor helped in terms of building 
confidence. This came by sharing new teaching ideas and gaining positive support 
for what the mentee was doing. Some mentors even tried some of the mentees’ 
teaching strategies, which had a positive effect on their teaching efficacy. Nellie, as 
an example, shared, “My mentor was great; we encouraged each other, and she said 
that I helped her with new ideas and different ways to think about things.” Diane 
shared how a mentor’s feedback, although not evaluative in nature, provided a level 
of support and distinguished the difference between a formal and informal mentor 
for her:
I pretty much wasn’t evaluated. I’ve been affirmed by my mentor in 
other ways and more in regards to my character and my passions, as 
opposed to my teaching style. I think that has come from the 
informal mentor I had. He is good but also he does it more in 
noticing how we are different, or what gifts I have compared to his, 
or how we balance out in that because we are very different, but it 
works sometimes.
In terms of building a sense of efficacy needed to survive, these teachers
(n=5) felt that their supervisor’s opinion was a very important source o f assistance.
Having daily contact and getting feedback assisted the professional survival of these
beginning teachers. Mitch shared how important that feedback was to him:
A lot o f my support came because I had daily contact with my 
principal. It was important getting the principal there to give me 
feedback and how he thought things were going, and it was a real 
confidence booster. He was a lot o f my encouragement and support 
just because I got to work with him on a daily basis.
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Encouragement from supervisors within the schools helped them survive their early
years by providing support and a sense of encouragement. Bob assessed his
situation like this:
I think the supervisors or evaluators coming into the schools do a 
nice job in terms of encouragement. They all seemed to have good 
personalities and really [have a] love of teaching, and they’re there to 
help you. Even teachers and the friends that I’ve had were all 
encouraging. I never really had a bad experience with a professor or 
with a supervisor or supervising teacher or evaluator.
The participants readily discussed the support they received from their
administration in terms of observations and being open to new ideas. The teachers
found this beneficial in assisting them to stay positive about their beginning years.
Diane shared:
My administration did do a good job encouraging me. They did a lot 
of informal evaluation where they just basically were walking down 
the hallway and would peek in the door. They did a really good job 
with motivating me to remain positive. But they were real good at 
supporting anything that I did because it’s something they hadn’t 
seen before.
Opportunities for observation by the administration were offered to some of the
beginning teachers (n=5) and it helped the beginning teacher feel valued and
supported. These opportunities were not always provided through the mentor but
sometimes with other administrators in the school, such as a department chair. Paul
had this experience:
My department chair helped. He offered encouragement and 
opportunities to be on committees. He’s the one who asked me to be 
on the committee, not my mentor. His encouragement and support 
helped me with those things we didn’t learn in school about how to 
do service work.
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In all, these participants were not seeking unconditional acceptance. Thus, 
they accepted encouragement willingly but also looked to have corrective feedback 
in the attempt to improve their teaching. While verbal encouragement provided an 
important source of efficacy, their own internal sources of feedback also had an 
impact on their appraisals of teaching efficacy. In particular, people relied partly on 
their physiological states in judging their capabilities. In the physical education 
teaching environment this translated for these teachers into an interpretation of the 
physical demands of teaching physical education.
Physical Demands
These beginning teachers identified some of the physical demands that
impacted their first years of teaching. How these teachers allowed those demands to
affect them varied, but all agreed that the physical demands during their first year o f
teaching were something they had not fully anticipated and had a negative effect on
their efficacy at first. Elaine said,
Physically, I think the biggest shock to me was I needed to stand up 
for eight hours, and if you haven’t done it, your body’s not used to it, 
and it can be tough. I wasn’t getting enough sleep because I was up 
doing grades and other things and that tends to wear on you.
Fatigue created from teaching during the school day also played a role in how these
beginning teachers conducted their lives outside of school time. For instance, Nellie
shared how afternoon naps became a necessity:
In terms of physical, I can remember being extremely tired to the 
point where I just would go home and take naps in the afternoon or
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be in bed by 8:00. I had six classes a day, and so I’m standing the 
entire time.
The impact of the physical demands for these beginning teachers negatively
impacted their induction experiences and made some teachers question their
physical readiness to teach, their confidence as a new teacher, and their ability to
feel successful with respect to energy (physical and mental). Learning how to
maintain adequate energy and stamina for teaching was a part of their evolution as a
new teacher. Joyce was surprised by her experiences and stated,
It was hard because I started to doubt my own physical self because I 
didn’t feel I could stand all day. I sort of questioned that but after a 
while I was amazed at the body’s ability to adapt. I think I was more 
insecure about that in the beginning. Just the whole day spent up and 
moving and being active with the kids.
One teacher, Mitch, described how his physical fatigue had an impact on him
emotionally as well:
I may be active with my kids during class, and my first year was very 
physically and emotionally demanding, and I wasn’t ready for that. I 
thought I was in good shape, but I was not ready for that kind of 
fatigue.
Bob shared how his fatigue was difficult to combat throughout his first-year and
how it never fully subsided. He described his challenge:
There were days I got home, and I was wiped out. I would say it got 
better as the year wore on, but there were still days at the end of the 
year that I was still wiped out. That’s what happens sometimes when 
you have classes that get out of control some days. It wipes you out.
At times I felt it affected my confidence to teach effectively. I had to 
re-think some of my plans to play with the kids.
June said how the school breaks were timely in helping to combat her first-year
fatigue issues. She shared,
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You are just physically drained by the end of the day. Physically, I 
could tell I was tired by the time Christmas break rolled around and 
by the time the end o f May rolled around. The breaks tended to come 
right at a good time in how I was feeling.
Physical demands were challenging for these teachers; however, having a 
positive role model within their school was helpful for them to dialogue about ways 
to combat these physical challenges and to observe different ways to teach. Lastly, 
the process of modeling also provided a standard against which to judge the 
beginning teachers’ capabilities. A role model provided information to the 
beginning teachers that they found useful for integrating into their own teaching.
Modeling
A major function of modeling is to provide information to a beginning
teacher about how behaviors demonstrated by another more experienced teacher can
be synthesized into new patterns for them. Some of the participants (n=5) were
provided the opportunity to observe a master teacher while others (n=7) were not.
Joyce found her mentor to be helpful, motivating, and a role model, “She was
wonderful and she was a big motivator for me. 1 would have wanted to have been
her as a teacher.” Jamie shared how it helped with her confidence by validating
many of her teaching ideas:
I think it made me more confident because 1 know if  I had something 
in my mind and saw her do it a different way, that either I can maybe 
meet it in the middle or know the way I’m going to do it is just not 
going to work. This way is so much better, and it’s so much more 
organized. I think it made a huge difference for me.
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Lola shared a similar sentiment in relation to her confidence as a teacher, “It made
me feel good that my ideas seemed appropriate according to her, and that I saw her
do some of the same things when she was teaching.”
While some teachers had the opportunity to observe their mentor or a master
teacher, others expressed that they did not have the same opportunity. Jamie
believes it might have been useful to her. She said, “I definitely think it would be
beneficial for me to see others in that way, but I really haven’t had the chance to do
that.” A couple of other teachers felt they could not leave their own students. Elaine,
a first-year teacher, saw a conflict with maintaining her own teaching
responsibilities, “I had my responsibilities and thought I should be in the classroom
with my own kids every day that I possibly could.” Joyce had some opportunity to
do observing while teaching but never without her own class present:
I really never got out o f my class to go to another teacher’s class to 
observe. We had the chance to work together where we taught the 
same grade level and sometimes we would team teach so through 
that, I guess I got time to observe, but it was never where I was 
without the responsibility o f having my own class at the same time.
As stated previously, there were several reasons why some of these beginning
teachers did not take advantage of observing a master teacher. There was only one
teacher, Mitch, who felt he did not need to observe another teacher because he was
confident in his own current abilities compared to his colleagues. He shared,
I don’t want to sound overconfident, but I felt like half the time I was 
a better teacher than they were because I was more willing to do 
other things with and for the kids, like bring out equipment and set 
up an obstacle course. The other teachers weren’t willing to do that 
so what would there be to observe?
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Summary: Beginning Teacher Data
Overall, the data presented represents an in-depth look into these 12 
beginning teachers’ induction experiences. They shared perceptions of their 
beginning teacher identity as it developed through their day-to-day experiences. The 
teachers discussed the various socializing agents that had offered induction 
assistance. For most o f the teachers, their mentor played some role in helping them 
to navigate their roles and responsibilities in the first three years. The interview data 
also exposed several unique aspects of a beginning physical education teacher’s 
induction experiences. Finally, the teachers readily shared various experiences that 
influenced their teaching efficacy during the beginning years as a new professional.
The next section presents the interview data with the mentors, who discussed 
their own perceptions of their role and effectiveness as a mentor to beginning 
physical education teachers.
The Role and Effectiveness of the Mentor
Through the mentor data inductive content analysis, the major category of 
the role and effectiveness of the mentor emerged. Within that major category 
emerged the two higher order themes of The Role o f  a Mentor and Mentoring 
Effectiveness. The Role o f  the Mentor included the lower order themes of emotional 
and informational support. Mentoring Effectiveness included the lower order themes
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of mentor’s content area, time availability for the mentee, and training to be a 
mentor (see Table 6).
Table 6
Mentor’s Perceptions of the Role and Effectiveness as a Mentor
Lower Order Themes Higher Order Themes Major Category
Emotional support The Role o f  a Mentor The Role and 






The Role of a Mentor
Emotional Support
The mentors were asked to discuss their perceptions about the role of a
mentor and, more specifically, how they fulfilled that role. Each of the four
participants discussed their role in terms of providing both informational and
emotional support to their mentee. For example, providing the necessary
informational support needed for beginning teachers to successfully navigate their
responsibilities both in and outside of the classroom setting. Sally viewed providing
emotional support as part of her formal mentor role.
I think a formal mentor should be there to support their mentee.. .not 
necessarily wait for the beginning teacher to come to them first, but 
instead, go to them and ask, “How are you doing. ..is there anything 
that you need support with?” or, “Anything I can help clarify?” I see 
my role as to be an initiator of support.. .just to be there for them and 
don’t wait for them to come to you because they might be too afraid 
to ask for help.
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Ryan discussed,
You need to build a relationship by supporting them and being 
available for interaction every day to kind of evaluate with the new 
teacher how it went and just help encourage them, support them in 
any way they need. Each mentee will be different depending on how 
confident they are coming in, or if  you need to give more emotional 
support to those without experience so they can handle the new 
expectations.
Three of the mentors spoke about emotional support as something you would give
to any beginning teacher, even if you were not an assigned mentor. Sally shared,
If I can just be real candid about it, before there were formal mentors 
everyone in the department kind of looked out for and supported and 
helped the new teachers out. Your formal assignment is not to be 
helpful... because realistically you do it naturally. Some new 
teachers left in their first year.. .don’t know why but maybe it was 
because they were overwhelmed and didn’t reach out for help.
Whereas, teachers who were more assertive, would go and find help 
when they needed it. I came through that process with my school 
going from informal to formal mentor program. I am not sure we 
need formal training to do something natural like helping someone. I 
think it was just a natural thing for a lot of people to just go, “Oh, a 
new teacher, let’s help them out as much as we can.” But I think with 
the state-mandated mentoring program, it’s a good thing.
Lilly also echoed this sentiment,
I think what they need the most is someone to help them feel 
comfortable and get their initial concerns addressed. Having a mentor 
who is willing to be helpful and actually has a helpful personality 
makes a better mentor in my opinion. I naturally help people, so this 
is a great role for me.
Sally reflected back to when she was a beginning teacher in an attempt to discuss
her perceived role as a mentor,
I remember my first years, and it was overwhelming, and I didn’t 
have a mentor to help me, so I felt like I was floundering a lot. Much 
of your early years are trial and error but knowing someone is there
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specifically for you to help you can make all the difference. So I see 
my role as basically that of a support system.
In addition to providing emotional support, the mentors also talked about being an
informational support system in terms of helping the mentee learn their roles and
responsibilities. Most importantly, the information the selected mentors focused on
was administrative with a great deal of focus on policy and procedures.
Informational Support
These mentors seemed comfortable defining their role in terms o f their
ability to provide the mentee with information needed to survive their first year. The
role of information provider gave support to the beginning teacher’s needs regarding
the necessary information required to fulfill his/her new teaching obligations. In
fulfilling this role they talked about being helpful to the mentee in many areas. For
example, the mentors described this informational support in terms of making sure
the mentee understood and followed school policies, met their teaching obligations,
and carried out their administrative tasks (e.g., paperwork, grading, etc.). For
example, Susan stated,
You need to tell them all the administrative stuff early in the first 
year. The role should be focused on getting them all the procedures 
and important paperwork that they can’t afford to overlook. Of 
course, it can be overwhelming at first because they don’t get 
prepared for the paperwork side o f things in their teacher prep 
programs and come in ready and eager to teach and get bogged down 
with all the details that have to get done in addition to teaching.
Sally, a teacher of 16 years and a mentor for two years, had a structured approach to
when she felt the mentees needed to have information:
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I think that you should be able to discuss every issue that is related to 
the job and that starts with setting up meeting times, conference 
times, and help the new teacher become familiar with the school, 
with the community, and just what they’re really getting themselves 
into. I think you should be available for interaction every day, on a 
daily basis, and then you also have your observations and then 
conferences on an ongoing basis throughout the whole school year.
At the end of the year, you sit down and kind of evaluate with the 
new teacher, how it went, and any trouble spots to start off the next 
year. You end by giving them information about what they could 
change.
The mentors discussed the role of information provider as one-way and somewhat
prescribed. Ryan shared,
I try to focus on giving them information about what I see all 
teachers struggle with regardless of what they teach. I think most 
teachers struggled with certain discipline, classroom management, 
how to handle parents, time management, organization, and then 
being flexible. We had different grading programs that have come 
into play, we had facilities issues, and just relationships with other 
colleagues that have changed. So I think that’s kind o f a list that I 
would go with. During the second and third year, you still need to be 
refreshed on those issues.
Some mentors described being in conflict about how much information and help
they should provide. Sally expressed her uncertainty in this way:
My natural style is to be helpful, but I don’t like to tell the beginning 
teacher too much of what to do. I should probably go more to her to 
help out, but sometimes I am unsure if  she wants my help. When she 
approaches me, 1 always make myself fully available for whatever 
she needs.
Susan shared,
I think the role of a mentor should be very much assisting and 
helping them with all they need to know. One who makes sure that 
the beginning teachers are prepared to know what to expect as they 
get ready to go into the classroom throughout the year. This support 
continues so you keep on top of how things are going with your 
mentee and make sure they’re getting the support they need.
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Each mentor had a slightly different approach that was influenced, in part, by the 
amount of time they could spend with their mentee. The mentors discussed their 
mentoring role in relationship to the individual teacher need for information, 
indicating that for each of them there was no set or formal approach to mentoring. 
Ryan explained,
W e’re meeting with them probably once or twice a week and then as 
the semester and the year go on, it can be less. Because I think in the 
beginning is the most critical to spend time with them to make sure 
that they understand what is expected and to be available to answer 
questions. It kind o f tapers off the longer the beginning teacher has 
been there, they don’t have as many questions. For three-year 
teachers, you know it’s just once a semester. It’s going to depend on 
the teacher, too. Some teachers are going to want more time or need 
more time than other teachers.
Two mentors appeared to focus more on the benefits of mentoring to 
both the mentee and mentor. Ryan stated, “Once you leam the administrative 
aspects of your mentor role, the rest is more fun.” Susan viewed her role this 
way, “It is important that I give adequate directions regarding the 
administrative aspect to being a teacher and it helps to keep me current with 
it as well. Having a mentee helps me too.”
Informational support was seen as a necessary part o f a mentor’s role 
according to the mentors. However, the mentors appeared unclear about how 
much and when they should offer the information. Each mentor had his/her 
own style used to disseminate information to the beginning teacher. When 
reflecting on his her effectiveness as a mentor he/she tended to view their 
effectiveness through factors such as content area match, time constraints
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and training. All of these factors were discussed as the mentors reflected on 
their perceptions of competence as a mentor.
Mentoring Effectiveness
The mentors’ self-perceptions of effectiveness as a mentor appeared 
to be largely tied to three items. The match between the content areas of the 
mentor-mentee, the availability of time spent with the mentee, and the 
training they were provided as a mentor all affected this sample of mentors’ 
efficacy to fulfill this role.
Mentor’s Content Area
O f the four mentors who participated in this study, three mentors taught
within the area of physical education and one taught in content areas outside of
physical education. The mentors in physical education felt comfortable in terms of
their knowledge of the content area and ability to provide adequate feedback. Some
of their challenges related more to interpersonal issues, such as knowing how often
they should reach out to or check in with their mentee. One mentor, Sally, a 15-year
teaching veteran, expressed how she wanted to help in any way she could to assist
the beginning teacher in his transition into teaching; however, she did not want to
feel like a “pest” or have him feel she was “bugging” him. In her words,
I had a great rapport with my mentee, and being in physical 
education and the same department, I felt we understand “what” we 
were trying to do in our classes and I just wanted him to feel 
comfortable with all the details of being a new teacher. I didn’t want
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him to think I was bugging him when asking questions or checking in 
on how he was doing. I think he received it okay.
Lilly, a three-year teacher, was essentially a beginning teacher herself, yet
put into the role of mentor. She enjoyed working with another new physical
education teacher, but did not want to be perceived as an “authority” or “know-it-
all” by her mentee. She shared,
I just want her to know I am here for her and that I understand 
everything she’s going through. I tend to wait to see if she comes to 
me, and I should do a better job of going to her first. I remember 
what that was like being new.
The mentor in a different content area had the extra challenge of 
understanding a different content area and the unique elements of this teaching 
environment, as well as feeling comfortable with his mentee on an interpersonal 
level. Ryan, a mentor with a content area in Math, described his effectiveness this 
way:
It’s tough for me at times because they are not in my area of teaching 
(math) and working with someone in physical education has been 
tough. I want to help more but don’t always know what to tell them 
in terms of teaching techniques. I don’t know how to work with 
instructional tools that bounce. They don’t know how to work in a 
sit-down classroom, so we are teaching each other in a lot of ways.
Susan, who also had teaching experience in Health, felt comfortable mentoring
beginning teachers in physical education due to her own background in the area, and
described her experience:
I am not currently teaching full-time in physical education, but I am 
still very familiar with the content due to my teaching history, and 
feel totally comfortable working with beginning teachers in physical 
education. We all understand how physical education works and how
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it can be different from other subjects and besides, health is closely 
related to it in terms of content.
A mentor’s content area posed challenges for one of the participants of this 
study, while the other three felt that it was highly important for the mentor to be in 
the same content area (physical education) as well in order to best serve the 
beginning teacher’s induction needs. One of the main challenges also described by 
the participants was time available to do an effective job of mentoring. For them, 
this would include time to meet, discuss, and reflect on the daily experiences of the 
beginning teacher. All expressed that this was something they never felt they had 
adequate amounts o f time to do. Time availability proved a challenge for both the 
mentor as well as the mentee.
Time Availability
Each of the four mentors interviewed spoke to the fact that their personal 
mentoring efficacy was affected by the lack of time both in terms of their training as 
a mentor and the time they had to spend with their mentee. For example, Susan 
stated,
Even for the mentor coordinator in our building, a lot of times I don’t 
think that there’s really enough time all the time to meet with our 
teachers. Really, our administrators should have been meeting with 
the mentors every month just to see how things are going, remind us 
to do things, but there was no real directive.
Ryan, the mentor from Math, expressed concern over the issue of time due to the
separation from his mentee both in terms of subject area and location in the school
building. He said,
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We had a hard time getting together due to time and the fact that we 
were in completely opposite ends of the building. That was 
challenging most of the time. She also coached, so she was typically 
busy right after school was out.
Sally had the most accessible situation with her mentee because they shared an
office area and preparation periods. The challenge for Sally came with her role as
department chair and having additional administrative responsibilities. She did the
best she could with the time available, but still found it challenging. She shared,
It was challenging sometimes even with sharing an office. We found 
ourselves just trying to talk “on the fly” when we could squeeze a 
moment here and there. I can’t imagine what it’s like for those who 
don’t have the office and class schedules like I had with my mentee.
The lack of time also made the mentors feel inadequate in terms of being effective
in their mentoring duties with their mentee. Susan shared,
I just think time is a big issue for a lot of mentors and administrators.
I was going by what the state mandate says about teacher 
certification and what they have to do to get certified for their initial 
certificate. They have to have so many meetings with a mentor. I 
don’t even know where I got this form I use, but I just followed it 
along as much as I could. Sometimes I think we don’t have the time 
needed to do a great job with our mentee.
Time played a big role in the mentors’ feelings of adequacy and
effectiveness in their role. Another area they felt they could use more emphasis was
training. Each mentor shared how the lack o f training was frustrating and how they
felt unsupported, which led to feelings of ineffectiveness at times.
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Training
Two of the four mentors spoke about a lack of adequate training while the
other two seemed to find a one- or two-day mentor training workshop to be
somewhat adequate. Lilly felt the training needed to be more formal and she shared,
The first year the freshman center opened I was the mentor. I don’t 
know if it was ever really an official-type mentor program because 
the first year, I wasn’t trained. But before that, we had just always 
volunteered to do it, and there was never any training for it. You’re 
just helping teachers, doing as much as you can to help them. So the 
first year that they all went to our school and as I was helping them, 
it made me realize, “Oh, we need to have an official mentor 
program.” I made sure I got trained. It was kind of unstructured the 
first year, so we kind of had to make it a little bit more official the 
next year. W e’re just doing the best we can to help these teachers, 
and we try to make sure that they really enjoy what they’re doing.
Sally shared that she went through a two-day training, and stated how there was
more to her role with her mentee:
It was just the two-day training. We got a checklist for the beginning 
teacher to fill out, then we did a classroom observation, and then the 
mentees did a reflection. They can reflect on what we told them, 
what we covered, what we haven’t covered, and how they felt about 
what we told them about their observations. With that part of the 
training, it helped to make it meaningful but it is also scripted. I like 
a little more of the relationship building that goes with mentoring 
instead.
Ryan admitted that he had not had the benefit of any training specifically related to 
working with someone in physical education. According to him, this made his 
situation more challenging. He expressed, “Being in math and not physical 
education had its challenges and having more training on how to work with 
someone outside of your content area would have been helpful.”
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Finally, one mentor spoke of training in relation to formal versus informal
mentoring. Susan said,
There are things that training cannot teach you. The more effective 
mentors take a real interest in their mentee and I think it helps to be 
in their area. But above all after you get trained on what is absolutely 
expected, you can develop your own style with the mentee. That is 
the rewarding part.
Summary: Mentor Data
The inductive content analysis of the mentor data provided information 
regarding the perceived role and effectiveness of a mentor from the four mentors 
participating in this study. The mentors identified their role as both emotional and 
informational support system offered to assist the mentee with teaching and 
induction information about school culture. The mentors’ perception of 
effectiveness as a mentor revolved around the issues of the mentor’s content area, 
time availability to engage in mentoring, and the adequacy of the training to be a 
mentor.
Conclusion
Chapter 4 described the research findings from two inductive content 
analyses presented to describe the richness of the beginning physical education 
teacher’s socialization into teaching. The results were further enriched by having 
four mentors’ perspectives about the role and effectiveness of their mentor 
experience. Several themes emerged during the analysis of the interview data,
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which served as the main source of data to answer all four research questions. The 
participants provided insight into the process of becoming a teacher as well as the 
various sources that affected their teaching efficacy. For the most part, these 
beginning teachers viewed the role of a mentor as a helper in both teaching and 
learning the school culture. The mentors viewed themselves as helpers to the new 
teachers in terms of teaching the mentee about the rules and policies needed to 
survive their first few years. The themes and their connections to research literature 
are discussed in Chapter 5.
Summary
The following will provide a summary of the answers to each of the research 
questions that guided this study.
1. How do beginning physical education teachers describe their socialization 
experiences into teaching in a K -12 physical education setting?
The above research question was answered using a semi-structured interview 
protocol that was theoretically guided by organizational socialization theory to 
elucidate the induction experiences of the beginning physical education teachers.
More specifically, the participants described their socialization into teaching 
physical education by identifying various aspects of learning their role and 
responsibilities from a combination o f previous training, on-the-job training, as well 
as from the assistance of a mentor or supervisor. Moreover, the teachers identified 
both formal and informal mentors as important socializing agents who offered
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induction assistance. The answer to this research question is also indicated through 
the teacher’s perceptions of the uniqueness of becoming a new physical education 
teacher. The teachers discussed their unique experiences with the attitudes and 
values regarding physical education within their school curriculum and environment 
as a whole. Respondents discussed their experiences by first describing themselves 
as teachers, both upon entering the profession, as well as who and what they became 
through the socialization process.
2. What are the sources of teaching efficacy identified by beginning physical 
education teachers?
The above research question was answered employing a mixed methodology 
design utilizing an in-depth interview protocol and measure of teaching efficacy.
For this research question, the focus of the interview questions was to elicit the 
sources o f teacher efficacy that formed the perceptions of the induction experiences. 
Using Bandura’s (1986) Sources of Teaching Efficacy Theory, the focus was to 
explore previous mastery experiences, verbal encouragement, physiological 
feedback from teaching, and modeling as possible sources of teaching efficacy.
A quantitative measure of teaching efficacy, the Gibson and Dembo (1984) 
Teaching Self Efficacy Scale, was employed to identify possible differences in 
levels of teaching efficacy. However, all of the beginning physical education 
teachers in this study reported a moderate teaching efficacy score and therefore, 
without the varying levels, this measure no longer served as a useful unit of
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analysis. Rather, it served as another demographic variable used to further describe 
the population.
The answers to research question two derived from the interview data were 
aligned with Bandura’s sources of efficacy. More specifically, these teachers were 
both positively and negatively influenced by the verbal feedback of others within 
the school. Both mentors and other teachers positively influenced their teaching 
efficacy by providing verbal encouragement regarding their teaching responsibilities 
and behaviors. On the contrary, supervisors and principals, as well as a few 
comments by mentors, added a source of doubt to their teaching efficacy at times 
throughout the first few years. The opportunity to observe a mastery model was not 
an important source of teaching efficacy for these beginning teachers for several 
reasons. In part, this finding was due to the fact the majority of the beginning 
teachers did not have the opportunity to observe a mastery model in teaching. 
Further, several participants developed their teaching efficacy from previous 
experiences rather than observing a master or veteran teacher within their school. In 
sum, this lack of role model availability rendered this potential source as minimal in 
the experiences of this sample. Previous mastery experiences were discussed in 
terms of the efficacy gained through their college preparation programs as well as 
the trial-and-error process of learning to teach as a full-time professional. Finally, 
the physical demands of teaching reflected a negative form of feedback resulting in 
participants questioning their physical readiness to carry out their full-time teaching 
responsibilities.
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3. How do beginning physical education teachers describe the role and 
effectiveness of their mentor?
The above research question was also answered using a semi-structured 
interview protocol that was theoretically guided by both socialization theory and 
teacher development theory to elicit the beginning teachers’ experiences with a 
mentor. This portion of the interview was designed to allow each participant an 
opportunity to discuss his/her perceptions of the role of a mentor in relation to both 
the impact on the beginning teacher’s development and his/her socialization into the 
school culture and environment. These questions also pursued an understanding of 
the beginning teacher’s perceptions of the effectiveness of the mentoring process.
The answers to research question three revealed that the mentor’s role was 
viewed as that of a socializing agent from whom the beginning teacher sought 
assistance in learning his or her other role and responsibilities as a new teacher. This 
assistance came in the form of helping them to understand and navigate both the 
school culture as well as the teaching environment. The beginning teachers also 
viewed the role of their mentor as one who provided informational and emotional 
support to both survive as well as succeed in their initial years o f teaching. Mentors 
were described as effective in terms of providing informational support and were 
described as ineffective in terms of providing specific and contingent technical 
feedback for teaching. For those beginning teachers who were assigned non­
physical education mentors, their perceptions of a lack of effectiveness was tied to 
having a mentor from a content area other than physical education.
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4. How do mentors perceive their role and effectiveness as a mentor?
The mentor data was derived from a semi-structured interview protocol that was 
theoretically derived from both organizational socialization theory and teacher 
development theory. These interview questions were designed to provide the 
interviewee with the opportunity to discuss both his/her overall experiences as a 
mentor and the perceptions of his/her role and effectiveness as a mentor.
The answers to research question four revealed that the mentors identified their 
role as both an emotional and informational support system. This support was 
offered to assist the mentee with teaching and induction information about school 
culture as well as their new teaching environment. The mentors viewed themselves 
as helpers to the new teachers in terms of teaching the mentee about the rules and 
policies needed to survive their first few years. The mentor’s perception of 
effectiveness as a mentor was developed from the issue of mentor-mentee content 
match, the time available to engage in mentoring, and the adequacy of the training 
to be a mentor.
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DISCUSSION
This study primarily employed a qualitative design along with a quantitative 
measure of teaching efficacy with a sample of 12 beginning physical education 
teachers and four of their mentors. This investigation offers an in-depth 
understanding of the induction into teaching physical education, including an 
examination of perceived teaching efficacy and the role and perceived effectiveness 
of a mentor-mentee relationship. The findings both confirmed and contributed new 
information to previous empirical literature. In this chapter, the researcher will 
discuss the unique and confirmatory findings across the themes, propose both 
suggestions for future research and practical implications, and offer conclusions.
Beginning Teacher Identity
The personal attributes and teaching behaviors that formed the beginning 
teacher identity of these participants will be discussed in relation to previous 
literature. Specifically, the results will be discussed in terms o f the participants’ 
developmental concerns and identity formation in the beginning years of teaching. 
Beginning teachers’ experiences are often a reflection of the combination of a 
teacher’s personality traits (e.g., locus of control and trait anxiety) as well as his/her 
behaviors such as classroom management style (Graber, 2001; Kagan, 1992).
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Supporting this notion, the participants in this study discussed the process of 
becoming a physical education teacher in terms of both the teaching behaviors and 
the personality traits that they used to define themselves as beginning teachers. 
Specifically, the majority of the teachers’ self-descriptions touched on the common 
beginning teacher concerns echoed in the physical education literature such as 
classroom management skills, establishing relationships with students, and conflict 
management (Bain, 1990; Smyth, 1995; Williams & Williamson, 1998). The 
majority of the teachers in the present study shared the need to establish their 
authority in the classroom by being perceived as “in control” while simultaneously 
wanting to be perceived as fun, fair, respected, and liked by students. These teacher 
attributes were similar to those identified as common to the beginning teacher 
concerns (Berliner, 1995; Fuller & Bown, 1975). Specifically, teacher concern about 
maintaining classroom discipline is well supported in both the general classroom 
literature (Chiodo & Chang, 1999; Greenlee & Ogletree, 1993), as well as in the 
physical education literature (Bain, 1990; Larson, 2005; Smyth, 1995; Williams & 
Williamson, 1998). For the participants in this study, behaviors they wished to 
exhibit and the traits which they used to define themselves were consistent themes 
when defining who they were as beginning physical education teachers.
The participants in this study also reflected on their beginning teacher 
identity by making comparisons to their preservice experiences. Specifically, a 
number o f teachers reflected back on their preservice learning compared to what 
they presently observed as “old school” or “roll out the ball” teaching techniques by
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the veteran physical education co-workers. Through this comparison process, some 
teachers became focused on trying to maintain and develop a teaching identity 
which was aligned with the concepts and values of their preservice preparation. 
Overall, these teachers were able to identify their own attributes that defined their 
beginning teacher identity, while simultaneously identifying a veteran teacher’s 
identity (e.g., apathetic) that he/she hoped to avoid. Research indicates that a 
teacher’s reflections of identity are commonly viewed through the lens of his/her 
pre-service experiences (Conkle, 1996). Further, Osterman (1990) held that learning 
about yourself as a teacher is dependent on the integration of those early teaching 
experiences with that of reflection. Research has revealed the importance of being a 
reflective teacher and the value of learning from this experience in the attempt to 
develop new approaches to teaching (Chambers & Hardy, 2005; Darling-Hammond 
& Youngs, 2003; Gagen & Bowie, 2005). The participants in this study did not 
reveal that they had either the environments, opportunities, or the developed skills 
of reflective practice. Instead, they discussed being focused on basic survival and 
required duties as teachers rather than developing their teacher identity through 
reflective practice.
The majority of the participants in this study revealed some level of concern 
about how they presented themselves to other members of the school system. Most 
discussions surrounded the need to establish control in the classroom, be perceived 
as fair and respected, while simultaneously attempting to present themselves as 
being on top of the required administrative tasks. These findings aligned with early
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concerns of beginning teachers that have been linked to concerns of self, such as 
self-protection and self-adequacy. More specifically, examples of self-adequacy 
identified by Fuller (1969) include discipline, content adequacy, and adjusting to 
problems. For example, Fuller found in one investigation that 78% of beginning 
teachers were concerned with self while 22% were concerned with pupil learning 
(e.g. planning, pupil problems, and adapting subject matter to students). In contrast, 
veteran teachers tend to focus more on student learning and other pedagogical 
concerns. Fuller associated concerns with self (e.g., self-presentation with handling 
classroom discipline issue; finding a place in the power structure; and understanding 
the expectations of administrators and parents) with beginning teachers’ early 
classroom experiences. Aligned with Fuller (1969), the participants in this study did 
not discuss concerns about their students’ learning.
Within the present study, the self-presentation concerns were also revealed 
through discussions of the importance of understanding the expectations of their 
supervisors. Understanding these expectations also provided the participants with 
some insight into the value placed on physical education in their school. As 
mentioned previously, the individual and contextual factors interact to explain a 
beginning teacher’s induction experience. Thereby, as an individual was developing 
his/her teaching identity, he/she was simultaneously experiencing, interpreting, and 
integrating the cultural messages within the school regarding physical education.
Teachers may behave in a manner that aligns with the school’s lowered 
goals for physical education achievement rather than maintaining and enforcing
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their own higher standards most likely established in preservice experiences (Smyth, 
1995). Contrary to Smyth (1995), the participants in this study did not indicate any 
tolerance for lowering the goals for physical education in their respective school, 
but rather contested the “laid back” attitude of the veteran teachers that they 
believed reinforced the negative stereotypes of physical education.
Finally, in defining themselves as teachers, the participants also identified 
certain behaviors that included making adjustments to their specific teaching 
challenges and environments. For example, the participants defined themselves as 
being adaptable or flexible within their classroom setting. Specifically, the teachers 
expressed the need to adapt to the varying ability levels, their own teaching 
mistakes, lack of adequate equipment, and the lack of motivation by some students 
for physical education. The struggles o f the participants echoed previous work that 
included examining the challenges associated with the process of developing a sense 
of who you are as a physical education teacher while simultaneously learning how 
physical education was defined within a school’s context (Smyth, 1995; Stroot et 
al., 1993).
In sum, the beginning teachers in this study were able to define themselves 
as teachers using experiences and descriptions about their teaching behaviors and 
traits. In doing so, it was evident that the process of establishing themselves in terms 
of authority, while balancing the task of motivating the students to engage in 
physical education, was a primary focal point in establishing their beginning teacher 
identity.
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Learning Your Role and Responsibilities
The purpose of a socialization process in an organization is to orient new 
members to the organization (Van Maanan, 1976). This orientation can have a 
significant impact on both the new members and the organization (Stroot & 
Williamson, 1993). Mentoring is a present-day strategy used in school systems to 
not only orient new teachers, but also to improve beginning teachers’ entry 
experiences for the goal of retaining quality teachers (Darling-Hammond, 2003; 
Ingersoll, 2001; Ingersoll & Kralik, 2004). Within the present study, the 
socialization that occurred through mentoring revolved heavily around information 
sharing and emotional support. Although not a comprehensive definition of 
socialization, it has been documented that effective communication is essential to 
the successful socialization of new employees, with informational support being a 
key component of the organizational socialization process (Wanous, 1992).
Both the mentors and mentees shared that a majority of the time spent in the 
mentoring relationship included some sort of information sharing. This information 
sharing occurred both formally (i.e. tours of various locations within the school, 
introductions to specific school personnel, etc.) as well as informally (i.e. questions 
answered in a quick phone call or impromptu conversation) and often on an as- 
needed basis for the mentee. Additionally, both parties held that a central role of a 
mentor was to provide information about the organizational structure, including 
policies and procedures. The central focus on information sharing has been
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confirmed in both the general classroom literature on mentoring as well as the 
physical education literature. For example, a central socialization strategy within the 
organizational socialization literature has been information-seeking tactics used to 
gain knowledge about one’s new work environment (Morrison, 1993; Smyth, 1995). 
Aligned with this, the participants in this study, as well as the mentors, also focused 
on the provision of emotional support, used to reduce the uncertainty of entering a 
new teaching position.
The findings of this study also depart from some of the socialization 
strategies identified in the literature. Williams and Williamson (1998) identified the 
socialization strategies available to a beginning teacher in learning their role and 
carrying out their responsibilities. Specifically, strategic compliance, internalized 
adjustment, strategic redefinition, and the use of political strategies that are 
proactive or reactive have been identified as strategies available to beginning 
teachers in learning their role and responsibilities as well as the school culture 
(Kelchtermans & Ballet, 2002). In terms of learning their role and responsibilities, 
the use of the above-mentioned strategies were not dominant socialization strategies 
for these participants. Rather, much of their focus appeared to be on getting the 
information they needed to carry out the logistical aspects of their role and 
responsibilities, such as administrative duties and learning school policies.
However, a few participants disagreed with one aspect of their role and 
responsibilities in terms of having to enforce the policies that allowed certain 
students to “opt out” of physical education. This example may reflect somewhat the
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strategy of internalized adjustment in that several participants discussed being upset 
about this policy, but carrying it out anyway as part of their teaching 
responsibilities. In this situation, using strategic redefinition would have led the 
beginning teacher to challenge the principal’s view and policies on optional physical 
education attendance, instead of simply carrying out the policy. This researcher 
concluded that the majority of these participants, with perhaps the exception of one 
male teacher with three years of experience, were very focused on the process of 
assimilating by learning their role and responsibilities, and establishing their own 
position and authority as a teacher. While the researcher concluded that these 
teachers were not contemplating challenging beliefs or the politics currently in 
place, they were aware of the inequities in the political fabric of several of the 
schools. More specifically, while a level of dissatisfaction among some participants 
was expressed, they were unwilling or uncertain about how to make a difference in 
the norms and beliefs of their school, especially as it pertained to physical education 
in the curriculum.
Although socialization is viewed as an on going process, the first year would 
be considered a critical time in the initial stages of organizational membership. 
Researchers have identified the developmental stages of socialization through which 
a person becomes assimilated into an organization (Jablin, 1987; Van Maanan,
1976). Examined within a beginning teacher context, these stages describe a 
reciprocal process whereby the beginning teacher would negotiate his/her 
organizational role (e.g., individualization), while the school provides the new
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
148
teacher with the information necessary to assimilate into the work environment 
(e.g., socialization) (Jablin, 1987; Smith & Turner, 1995). In terms of using their 
mentors to learn their role and responsibilities, the beginning teachers in the present 
study found their mentors helpful for understanding the logistics of being a new 
school employee (e.g., office protocol regarding printing privileges, how to submit 
work orders for supplies). Unlike the work of Napper-Owen (1996) and Napper- 
Owen and Phillips (1995), the participants in this study were unable to utilize their 
mentors to improve their teaching. Finally, it appeared that the beginning teachers in 
the present study were, for the most part, involved in a socialization process 
characteristic of new members in an organization as they engaged in the process of 
learning their role and responsibilities.
Uniqueness of a Beginning Physical Education Teacher
The results of this present study also confirm the socialization literature 
specific to physical education in terms of facing obstacles embedded in the school 
culture such as struggling with marginalization and legitimacy of their subject 
matter (Cruz, 1993; O'Sullivan, 1989; Smyth, 1992; Solomon, Worthy, & Carter, 
1993), class management (Freedman, 1985), and physical isolation (Stroot et al., 
1993). Over a decade after much of the initial investigation into the socialization of 
physical education teachers, there are several similar findings in this study. For 
example, the participants indicated that characteristics unique to physical education 
were the teaching environment, the physical demands, and the lack of value they felt
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physical education held within the school. The teaching environment was discussed 
in terms of the unique concerns of liability due to the physical harm that can come 
from poor classroom management. In trying to manage children’s behaviors in 
terms of safety, they also wanted to achieve an active, fun, and motivational climate 
for their students.
Participants discussed the uniqueness of physical education in terms of the 
school culture. The desire to make a difference and have physical education 
perceived as a legitimate, respected subject matter in their school was identified as 
important to most o f the participants. Almost every participant expressed his/her 
personal feelings that he/she had chosen a meaningful profession by teaching 
physical education and were comfortable with the idea that physical education was 
different to some degree from the rest of the curriculum.
Several of the unique characteristics of the physical education setting, 
identified in the literature to date, include the physical demands of teaching (Cruz, 
1993), the variability of the physical teaching environment, the large number of 
students per class (Smyth, 1992; Solomon, Worthy, & Carter, 1993), and the 
marginalization of physical education within a curriculum (Hill & Brodin, 2004; 
O'Sullivan, 1989). The participants in this study echoed these same characteristics 
unique to physical education when describing some of the challenges they faced 
during their first years of teaching. Evidence suggests such challenges may be a 
consequence, in part, of the social stereotypes associated with the value of physical 
education and may result in the physical education teachers being given inadequate
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spaces for instruction as well as the necessary resources to support their instruction 
(Smyth, 1992).
When discussing the unique aspects of physical education, the participants 
spoke to the various aspects of the physical education setting. Concerns about 
lacking facilities, equipment, and resources, and the large class sizes were 
prominent in their recollection o f their beginning years of teaching. One example 
included a teacher who discussed the fact that physical education teaching facilities 
were often shared by other constituents within the school for activities such as 
lunch, recitals, and assemblies. The expectations were often relayed to them that the 
physical education class could be moved or changed to accommodate what was 
perceived to be the more important aspects of school functions. Participants in this 
study shared that equipment and resources were often limited, which proved to be a 
challenge as they transitioned from student teachers to full-time teachers. These 
types of challenges create an element of “reality shock” as they struggled to 
assimilate their past preparation with the reality of their new teaching position. For 
example, observing the inactive instruction provided by the veteran teachers led 
many participants in this study to perceive these veterans as ineffective teachers. 
Furthermore, they acknowledged how stereotypes about physical education are 
perpetuated by this type of teaching behavior. Other concerns unique to physical 
education teachers included the need to adapt to not having equipment for the larger 
numbers as compared to the controlled learning environment of their preservice 
experiences where everyone had smaller teaching groups and individualized
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equipment. Schempp and Graber (1992) point to the minimal amount of evidence 
that indicates the beginning physical education teacher’s induction years may differ 
from those of classroom teachers. One clear difference in the experiences of 
physical education teachers often includes the messages sent regarding the devalued 
nature of physical education in the school curriculum and having to teach large 
numbers of students per class (Freedman, 1985; O’Sullivan, 1989).
Teachers such as Sarah expressed a high level of concern regarding their 
effectiveness as a teacher when faced with the reality of teaching 30-50 students per 
class as compared to their college preparation where they had 15 or fewer of their 
peers. Most individuals experience anxiety when starting a new job and for the 
beginning teachers in this study, it was particularly challenging due to the multi­
faceted nature of the physical education setting as well as taking on dual roles. 
Beginning teachers in this study felt nervous to begin their first positions balanced 
with a level o f naive optimism that was quickly challenged by the realities of 
teaching (e.g., large classes, limited or no equipment, varying skill levels).
This study echoed earlier research that expressed concerns over the number 
of students per class and the marginalization of physical education with the “opting 
out” option that could be met through sport participation (Cruz, 1993; Smyth, 1995; 
Stroot et al., 1993; Williams & Williamson, 1998). In essence, these participants 
found physical education to provide unique challenges from the equipment needs, 
the liability issues, as well as differing levels o f ability and interest. Some 
participants, with a mentor outside of their content area, were further challenged in
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light of the fact that their non-physical education mentor was unable to provide 
them logistical and pedagogical solutions for dealing with the daily concerns of 
teaching in physical education. Another aspect unique to teaching physical 
education is the actual physical location and often isolation of the teaching 
environment (Napper-Owen & Phillips, 1995; Smyth, 1995).
Contrary to previous literature, the participants in this study did not perceive 
themselves to be isolated (Smyth, 1995). This contrasting finding may be due in part 
to the fact that all of the participants in this study were located in suburban settings 
with physical education departments with multiple teachers. In this study, the 
number of additional teaching colleagues ranged from one to four. Studies such as 
Napper-Owen and Phillips (1995) were set in small communities where the 
participants were the only physical education teacher in the school. Additionally, 
Napper-Owen and Phillips’ (1995) participants were often physically isolated in 
terms o f location in the school building. Contrary, participants in this study did not 
experience physical isolation and were often located in the center of the building, 
creating a much different experience in relation to contact with other non-physical 
education colleagues during the school day. For the participants in this study, the 
physical and social isolation described in earlier studies did not exist; however, they 
still felt a sense that physical education held a lower position of importance within 
the school.
The findings of this study indicate that lowered goals for physical education 
may still exist within some schools. All of the participants in this study expressed
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some element of overt or implied marginalization of physical education within their 
school. Not only were these beginning teachers faced with struggles regarding 
learning their new job and responsibilities, they also had the added stressor o f 
having to justify why their subject matter was equally important as other classroom 
subjects. To deal with this stress, some participants shared how they often attempted 
to re-focus their energies and not lose sight of their primary purpose of teaching. For 
example, Sarah, a second-year teacher, shared that although she was overwhelmed 
at times during her first year, she was still aware of the importance of what she was 
doing with her students. She admits that she was primarily concerned with whether 
or not she was doing her job (as a school employee), but she was also interested in 
connecting with students and making sure they were learning. Thus, the physical 
education setting poses environmental and pedagogical challenges that are different
from those of traditional classroom environments.
/
In this study, the mentor content area was revealed as important to 
establishing a connection with the beginning teacher. Specifically, due to the 
uniqueness of the physical education setting and curriculum, if  the mentor has not 
taught in physical education, it can be challenging for both parties. As cited in the 
results chapter, this occasionally resulted in the mentor dropping the mentee, 
leaving him/her to fend for themselves in terms of their socialization into the school. 
Therefore, the professional and social integration of beginning teachers is an 
important strategy for addressing teacher satisfaction and retention issues (Gold, 
1996).
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Sources of Teaching Efficacy
The task of creating effective classrooms rests heavily on the individual 
teaching abilities and efficacy of teachers (Gibson & Dembo, 1984). Teaching 
efficacy can be derived from previous experience, modeling, verbal 
encouragement/feedback, and physiological feedback (Bandura, 1986; 1991).
Results from the Gibson and Dembo Teacher Efficacy Scale revealed that the 
teachers in this study all had moderate teaching efficacy, with an average score of 
4.17 (for the overall teaching efficacy). Importantly, this homogeneity of teaching 
efficacy scores did not allow for comparison across levels of teaching efficacy. O f 
interest to the researcher was the fact that the mentors also scored moderate on their 
teaching efficacy, raising questions about the potential for effective mentoring.
Beliefs about one’s teaching self are influenced by encouragement and 
discouragement from important others in the teaching environment. In the case of 
these participating teachers, there were multiple sources of feedback. In terms of 
verbal encouragement, three teachers spoke about the importance of having their 
peers provide encouragement about what they were doing in class. Sarah expressed, 
“It really helped build my confidence when my colleagues said the kids really liked 
the class today” while Mitch shared, “It really pumped me up when my principal 
would stop in and say ‘looks like things are going really well.” ’ It was interesting to 
this researcher that a boost in confidence came more from words of encouragement 
rather than corrective or pedagogical feedback. A few teachers also received words 
of discouragement that influenced their initial attempts to develop their teaching
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style. For example, Matt discussed both at length, and with emotion, his challenges 
during his first year of teaching trying to juggle teaching and coaching. Specifically, 
he shared how the dual roles compromised his ability to effectively multi-task at 
times. For instance, he described a story of “dropping the ball” with paperwork and 
as a result his principal “rode him” and he actually thought he was going to be fired 
due to the principal being so annoyed with him.
In addition to receiving feedback, a beginning teacher may also be 
influenced by what he/she observes in their new environment. Good or bad, he/she 
may use this information for comparison to what he/she is either currently doing or 
would like to do. Given a positive role model, someone considered a master teacher, 
the result of increased teaching efficacy is plausible. However, Bandura (1986) did 
contend that the model may be most effective if the person was a “similar other.” 
Bandura’s concept o f model similarity would translate in this case to having the 
beginning teachers observe other physical education teachers with perhaps more 
experience and expertise. A few teachers spoke of observing a co-teacher in terms 
of getting ideas, but did not indicate any positive or long-term effects on their 
teaching efficacy. Most teachers discussed time constraints as the major barrier to 
being able to take advantage of the opportunity to observe a master teacher.
Thus, another source of efficacy, modeling or vicarious learning, occurs 
through observation of others who are successful at mastering a task (Bandura, 
1986). Ideally, an observer has the opportunity to view a successful mastery attempt 
by the performer. Within this study, the importance of modeling was to understand
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whom, if anyone, the beginning teachers modeled in terms of teaching mastery. 
However, modeling can only be a source of efficacy if there was an opportunity for 
observation. In this study, the mentor was considered the most likely person from 
whom the beginning teacher would learn. However, the majority of the teachers did 
not have a chance to observe their mentor or other master teachers for reasons that 
included not being in the same building, not being matched in the same content area 
as their mentor, a lack of time, and, in one case, no desire to observe his mentor. 
Finally, another source of efficacy is determined by judging one’s capabilities in 
part by information relayed by his/her physical and emotional states.
With this sample, physical conditioning did influence several of these 
teachers in terms of teaching efficacy, especially in the first semester. Four of the 
teachers made in-depth remarks about their lack of feeling prepared to deal with the 
fatigue that came from being on their feet all day. Several of them had dual roles as 
a coach and coached in the later afternoons and evenings, which created 14+-hour 
work days. Interestingly, some physical education teacher preparatory programs will 
administer fitness tests for their teacher education students before they can go 
student teach. None of the participants in this study attended a program that had 
fitness testing as a requirement for student teaching, resulting in a self-monitoring of 
their fitness during their initial years. In sum, both cognitive and physical 
interpretations of one’s teaching environment can have an impact on a beginning 
teacher’s efficacy.
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Teachers’ Perceptions of the Role and Effectiveness of Their Mentor
The study of mentoring in physical education has generally been descriptive 
in nature, focusing primarily on defining the theoretical components of a mentor- 
mentee relationship including identifying the role of a mentor (Feiman-Nemser, 
2001; Little, 1990). What is missing, however, is a greater understanding of the 
effectiveness of mentors in physical education. The present study sought to bridge 
this gap in knowledge by ascertaining what the beginning teachers describe as 
effective mentoring for them as well as from the mentor’s perspective regarding the 
role and effectiveness of a mentor. Both the mentor and mentees in this study 
described a traditional mentoring role (Little, 1990) as one who provides 
information and support (Feiman-Nemser, 2001; Little, 1990; Wang & Odell, 2002). 
The beginning teachers in this study shared some of their perceptions about qualities 
and behaviors o f an effective mentor. They described an effective mentor as one 
who makes time for the beginning teacher, one who takes time to observe the 
beginning teacher in his/her classes, and gives him/her contingent and consistent 
feedback based on the observed instructional techniques. Simultaneously, they 
highly valued the informational and emotional support provided by the mentor.
Few studies have offered an in-depth view of an actual mentor-mentee 
relationship. Patton et al. (2005) conducted interviews and observations of a mentor- 
mentee relationship, identifying three aspects of this relationship that indicated 
effectiveness. More specifically, these were support, a give-and-take relationship, 
and trust (Patton et al., 2005). Aligned with these findings, all of this study’s
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participants (mentor and mentees) discussed the importance of the mentor providing 
information to the mentee. They also qualified that a mentor who does not make 
time for his/her mentee can be ineffective.
Further, other researchers have investigated the impact of a lack of 
mentoring on a beginning teacher. For example, Williams and Williamson (1998) 
identified that beginning teachers without access to a formal mentoring program 
were left without the necessary induction assistance. This study found that the 
participants had concerns regarding being adequately prepared to take on the full 
role of a teacher which included familiarity with the school culture of both 
administrators and parents. Other research has focused on the qualifications and or 
characteristics of mentors. More specifically, McCaughtry, Cothran, Hodges 
Kulinna, Martin, and Faust (2005) summarized the findings on the characteristics of 
an effective mentor as one with strong content, curricular, and pedagogical 
knowledge. Contrary to these findings, none o f the mentees in this study highlighted 
the characteristics of their mentor in terms of their advanced pedagogical 
knowledge. Rather, they seemed to equate having many years of teaching 
experience with having an expert status in teaching. Additionally, this finding 
should be viewed in terms of the fact that the mentors’ teaching efficacy scores in 
this study were also average. This finding poses a question regarding the 
effectiveness of having a mentor with average teaching efficacy matched with a 
mentee with the same level of teaching efficacy. Thus, the question remains, can a
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mentor with average teaching efficacy effectively mentor a beginning teacher with 
the same level of teaching efficacy?
Understanding the extent to which mentors are meaningfully engaged in the 
mentoring process, as well as the overall recruitment, support, and retention of 
educators across all types and stages of careers is warranted (Ayers & Griffin,
2005). The effectiveness of the mentoring relationship in physical education has 
also lacked a link to student achievement. In fact, there is little evidence that 
mentoring during these beginning years has any effect on student achievement 
(Patton et al., 2005). Surprisingly, none of the beginning teachers in this study 
discussed any impact on their students’ physical education achievement with being 
mentored. In fact, the reflections about being mentored often focused on what they 
were personally able to draw from their mentor in terms of informational and social 
support, feedback, or even friendship with their mentor. Thus, from the beginning 
teachers’ perspective, the role and effectiveness o f their mentor was much more of a 
social and informational support system.
Mentor Experiences and Approaches to Mentoring
A traditional approach to mentoring emphasizes situational adjustment, 
technical advice, and emotional support (Little, 1990). While the mentors in this 
study utilized their traditional approach, it was unclear which aspects of this 
traditional approach were deemed effective by the mentors. Moreover, lacking in 
the literature is a conceptual definition o f effective mentoring. Having completed
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
160
this study and reviewed the mentoring literature, the researcher in this present study 
views an effective mentor as one who holds a vision of good teaching and an 
understanding of teacher learning. Further, he/she provides assistance that should 
enable the novice to learn before, during, and after the act of teaching to foster the 
development of a reflective practitioner. Effective mentoring helps cultivate the 
skills and characteristics that can assist the beginning teacher to define 
himself/herself as a teacher. A mentor who offers traditional support in combination 
with pedagogical support could offer effective assistance and help new teachers 
leam about school culture (Little, 1990).
Although the mentors in this study reflected a more traditional approach to 
mentoring, they also expressed experiencing a reciprocal learning effect with the 
mentees. That is, the learning was a two-way process and not merely unidirectional 
(Feiman-Nemser, 2001). The mentors in this study did not discuss having much 
impact on their mentee’s teaching; rather they seemed to evaluate their effectiveness 
in terms of time spent with the mentee and being able to help them navigate some of 
the administrative duties and school culture. Thus, it remains unclear whether 
traditional mentoring improves student learning; however, more plausible is the 
conclusion that mentoring differs in intensity, duration, and the positioning of the 
teacher in relation to the process (McCaughtry et al., 2005). Several mentors felt 
effective because they formed a friendship with their mentee and also received 
reciprocal feedback about teaching ideas. Taken together, the four mentors in this 
study approached mentoring from more of a traditional orientation that relied
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heavily on providing informational support to the mentee and lacked any real 
reflective teaching and learning opportunities provided to the mentee (Little, 1990).
Lortie (1975) identified one social norm common to teaching that may 
explain some of why mentors rely on traditional mentoring. Specifically, this norm 
reflects the tendency in teacher interaction to rarely discuss or request assistance 
from other teachers. In light of this social norm found in school systems, one 
challenge of effective mentoring is not being socialized to provide feedback to other 
teachers (Gratch, 1998). The participants in this study aligned with this norm by 
revealing that they were often tentative to ask questions for fear they would be 
perceived as lacking adequate knowledge in their role as a teacher. They also stated 
that their mentors were not always forthcoming with useful feedback about their 
teaching, while the mentors expressed uncertainty about when to approach their 
mentee with suggestions or information. In all, both parties expressed hesitation and 
self-doubt about the nature of the relationship. Several beginning teachers in this 
study also expressed concern over the lack of feedback about teaching techniques 
that could help them improve their instruction. This void of communication and 
hesitancy to ask for help created the “leam as you go” experience for many of these 
participants. Furthermore, the mentors in this study also shared that they felt 
unprepared for their mentoring role due to the lack of proper training and time to 
successfully carry out this role. Moreover, it was interesting to note that none of the 
mentors articulated what being a successful mentor meant to them. Rather, their 
point of reference was doing what it took to allow their mentee to “survive.”
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The mentors in this study focused on the first semester in terms of meeting 
their mentor obligations of helping the mentee navigate through the paperwork and 
questions. Little (1990) distinguished between emotional support that makes novices 
feel comfortable and professional support that fosters an understanding of teaching. 
Ideally, an exemplary mentor provides a vision of the possible rather than a view of 
the probable (Feiman-Nemser, 2001). The mentors in this study who were 
mentoring outside their content area most certainly took a traditional hands-off 
approach. Most o f the mentors had developed over time a clearer idea of their role 
as a mentor, not so much as it was defined for them, but rather as they chose to 
define it, and felt comfortable carrying out their perceptions of their responsibilities.
It was important to these physical education teacher participants that their 
mentor had a background in physical education in order to be viewed as capable of 
mentoring that content area. According to the mentees in this study, the mentors did 
not provide much pedagogical feedback, which resulted in the perception of 
ineffective or at least incomplete mentoring. In light of this finding, one of the goals 
of induction programs could be to provide a content-area-matched mentor, in order 
to establish initial credibility and trust in the relationship. To this researcher the 
obvious missing piece of the mentor-mentee relationship with this sample was the 
lack of pedagogical mentoring. The mentors in this study, especially the non­
physical education mentors, spent the majority of their time checking in to make 
sure the mentee was surviving and getting their obligations met in terms of their 
duties as a school employee. For the non-physical education mentors, this process of
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checking in took more time and effort because they were not in the same location 
within the school, which acted as a barrier to the mentor’s ability and willingness to 
make contact with their mentee. From the beginning teacher’s perspective, even 
those mentors of the same content area provided minimal mentoring in terms of 
assisting the beginning teacher in his/her development in the classroom as an 
educator. Thus, over time a combination of not feeling effective or feeling uncertain 
about their mentor duties could affect the effectiveness of the mentor-mentee 
relationship.
Finally, it is important to provide training for the administrators regarding 
the issues unique to mentoring a beginning physical education teacher. Formal 
mentoring programs have not been tailored to physical education (Ayers & Griffin, 
2005), which may act as a barrier to recognizing the uniqueness of beginning 
physical education teachers’ environment. This training should be aimed at 
improving the appropriate selection, training, and assignment of mentors. Finally, 
administrators need to see the link between establishing a quality physical education 
program and the national education reforms currently being established throughout 
the United States.
Recommendations
Based on the findings and implications of this study, several recommendations 
are forwarded that reflect the web of interconnections that naturally occur in the 
beginning teachers’ first years. These interconnections intersect with the
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stakeholders of beginning physical education teachers, mentors, school 
administrators, and university teacher preparation programs.
Within the literature review of this study, self-reflective teaching practices was 
identified as part of an internal process of teacher socialization (Gratch, 2001). More 
specifically, reflective practice allows teachers to self-examine how they respond 
within their environment and determine their own perceptions of success in meeting 
the students’ needs (Gratch, 2001). Identifying this potential benefit to teacher 
development and the fact that most beginning teachers do not readily engage in self- 
reflective practice on their own, it is recommended that the beginning physical 
education teacher engage in self-reflective teaching practices within the first year of 
teaching. In order to encourage these techniques, it is suggested that a mentor or 
master teacher, who has both knowledge and experience using self-reflective 
teaching practices, be paired with the mentee on a regular, structured basis. 
Structured dialogue between the mentor and mentee would provide the opportunity 
to discuss the specifics of the beginning teacher’s experiences and what is going 
well and what they feel most challenged by during the day. The mentor could also 
encourage the beginning teacher to keep a daily journal of what is happening during 
his/her teaching so the structured meeting times could be efficient and productive, 
without much wasted time in recollection of what has occurred during the last week.
Thereby, the mentor, in his/her role as a socializing agent, could encourage and 
monitor the self-reflective teaching practices of his/her mentee by scheduling 
regular meetings with the mentee to review general and pedagogical concerns.
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These meetings could include the opportunity to observe the mentee while teaching 
as well as provide opportunities to practice reflection before and after those 
observations.
While this study did not examine the immediate impact of the school 
administrators, many participants brought up the role of an administrator in their 
induction years. Furthermore, it is the administrators who have the ability to 
implement or at least begin to address the issues of establishing effective mentoring 
practices within a school. Stemming from the participants’ data in this study, it is 
recommended that administers establish mentor criteria, such as content area, 
teaching expertise, school location, and personality type, when assigning mentors to 
beginning teachers. All participants with formal mentors and the mentors 
themselves discussed the brevity of mentor training. Therefore, it is advisable to 
expand the formal mentor training beyond a one- or two-day workshop.
Furthermore, to encourage veteran teachers to accept a mentor role, administrators 
could consider incentives, such as stipends and the modification of teaching loads to 
allow time to be mentors. For the administrators themselves, they may wish to 
create opportunities for frequent and creative interaction between themselves and 
beginning teachers, such as the discussion of developmentally appropriate teaching 
practices. However, within the literature, caution is given to pairing new teachers 
with their department chair or other immediate supervisors. This caution stems from 
beginning teachers’ concerns about being negatively focused on the evaluator’s role 
of a principal rather than a mentor/helper role. If physical isolation is an issue within
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a given school it is recommended that the administrators visit the beginning physical 
education teacher in these types of situations. It is also suggested that principals 
conduct observations of mentors in mentoring activities and ultimately continually 
engage in active recruitment o f expert teachers into the mentoring process.
Several recommendations can be made to teacher preparation programs in order 
to assist new graduates in their transition from preservice training to full-time 
employment. First, offer professional development seminars for teacher education 
students to gain exposure to working professionals (e.g., mentors, mentees, and 
school administrators) from school districts to discuss issues of mentoring and 
beginning teacher induction. The beginning teachers in this study identified that 
their teacher preparation program setting did not reflect the challenges that they 
experienced in their new teaching environment. For example, the lack of adequate 
equipment compared to number of students in a classroom could be suggested as a 
more authentic classroom experience during training. This example could be used as 
a learning experience to create an imbalance o f student to equipment ratio and allow 
the teacher education students to engage in critical thinking to problem solve the 
situation. Other suggestions include providing observation (i.e., shadowing) 
opportunities for teacher education students at school districts with beginning 
teachers and mentors. In order to enhance the communication skills of the beginning 
teacher, it is recommended to begin to expose students to opportunities to engage in 
peer feedback during coursework in order to prepare them to give and receive 
feedback with colleagues in the future.
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Future Research
Further investigations are warranted with mentors as the focus of the study. 
Due to the lack of conceptual definitions of effective mentoring, research might 
begin with more descriptive efforts. For example,
1. Examine the mentor’s personal motivation for becoming a mentor;
2. Investigate methods in which mentoring impacted a mentor’s own teaching;
3. Investigate the ways in which physical education mentors define and enact 
their role as a mentor compared to non-physical education mentors;
4. Determine the factors that develop effective mentors;
5. Evaluate the selection of and training of mentors;
6. Investigate and assess the on going professional development o f mentors;
7. Investigate the relationship between a mentor’s own efficacy for mentoring 
and the corresponding impact on his/her mentoring effectiveness;
8. Examine the efficacy of various mentoring strategies;
9. Follow a descriptive line of research with observational studies employed to 
examine the mentor-mentee interactions that would allow an analysis of 
mentoring feedback styles;
10. Create theoretically based training aimed at developing reflective mentoring 
styles that could be used with intervention techniques;
11. Examine effective teaching and mentoring and its effect on student 
achievement;
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12. Examine the evolution of an individual’s development as a teacher from 
his/her preservice training and preparation through the first five years of 
employment;
13. Expand the study of beginning physical education teachers across different 
settings such as urban, suburban, and rural in order to compare and contrast 
experiences and one’s development based on the setting; and
14. Examine other key predictive factors to teacher retention such as job 
satisfaction.
Limitations
This study was limited to the gender and ethnicity of the volunteer 
participants including only those working in a suburban school setting. Further, this 
study was also limited to the 12 beginning physical education participants who 
volunteered to participate as well as the four mentors, three o f whom taught in 
physical education and one who did not. The inclusion of more mentors to interview 
might have provided additional findings.
Conclusions
This study provided current insight into today’s beginning physical 
education teachers’ induction experiences. Moreover, the current mandate of formal 
mentoring programs allowed for an opportunity to investigate the role and 
effectiveness of the mentor in the physical education setting. Implicit in this study is
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the assumption that school districts provide formal mentoring programs as part of a 
plan to recruit and retain both quality physical education teachers as well as regular 
classroom teachers. However, the current spotlight on accountability in education 
does not currently include the physical education needs of today’s children. 
Therefore, continued efforts must be made to clarify the role of physical education 
in the reform movement. By addressing this issue, it is the hope of this researcher 
that the unique induction needs of physical education teachers will also be 
addressed.
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APPENDIX A
TEACHER INTERVIEW GUIDE





1. How would you describe yourself as a teacher?
2. How would you describe your level of competence as a teacher? How did 
that change from the beginning of this school year until now?
3. How well prepared were you to take on your role as a teacher in your first
year?
4. What did you leam about yourself as a teacher in your first year?
Section 2
Sources o f  Efficacy
1. Describe the physical demands of your first year of teaching. How did it 
affect your perceptions of being able to successfully meet your teaching 
duties?
2. Tell me how your teacher preparation program influenced your level of 
confidence in your first year.
3. Tell me about the kind of encouragement or verbal support you received 
about your teaching this year.
4. Describe for me anything discouraging someone may have said to you about 
your teaching abilities this year. Who was it from and how did that affect 
your confidence?
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
183
5. Did you have the opportunity to observe a master teacher? If so, how did 
that person affect your confidence?
Section 3
Socialization/Induction
1. A teacher has many roles to learn during their beginning years.. .Let’s start 
with your daily teaching duties.. .how did you learn about your daily teaching 
responsibilities?
2. What role did your mentor play in helping you to leam your teaching duties? 
Probes:
• Policies and procedures?
• School registration?
• Required meetings or committee work?




1. Tell me about your relationship with your assigned mentor.
Probes:
• How much time was spent with your mentor (e.g. how often and for how 
long)?
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• How was the time spent with your mentor (e.g. observing your teaching, 
discussing teaching techniques/methods)?
2. Was your assigned mentor a physical education teacher? If not, what was 
their primary teaching responsibility or content area?
3. Did your mentor work at your school or were they from another school?
4. How has having a mentor affected your development as a teacher this year?
5. What have you learned from your mentor?
6. How would you rate your mentor’s effectiveness? Please clarify.
Conclusion
1. What advice would you give to a mentor who is just starting to mentor a 
beginning teacher?
2. What advice would you give to a beginning teacher who is getting ready to 
work with a mentor for the first time?
3. Is there anything else regarding your beginning year/s of teaching physical 
education that you would like to share?
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
APPENDIX B
MENTOR INTERVIEW GUIDE
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Mentor Interview Guide
186
1. What role do you think a mentor should play in the life of a beginning teacher?
2. How much time do you think should be spent with a mentee (e.g., how long and 
how often)?
3. How were you (or any other faculty) selected to become a mentor? What criteria 
are used in the selection process? Is it a formal or informal selection process?
4. What type of training did you receive prior to beginning as a mentor?
5. Describe the compensation you receive for being a mentor?
6. Can you describe your mentoring style?
7. Can you describe what area(s) you tried to focus on in relation to assisting your 
mentee?
8. What did you consider your role to be in relation to your mentoring duties?
9. What do you view as the rewards of being a mentor?
10. What were your biggest challenges as a mentor?
11. What would you like to improve upon as a mentor?
12. On a scale o f  1-5, 1 = low est lev e l and 5 = highest level, rate your overall 
confidence as a mentor
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Teacher Self-Efficacy Scale
Please indicate the degree to which you agree or disagree with each statement below by 



















1. When a student does better than 
usual, many times it is because I 
exerted a little extra effort.
2. The hours in my class have little 
influence on students compared to 
the influence o f  their home 
environment.
3. If parents comment to me that 
their child behaves much better at 
school than he/she does at home, it 
would probably be because I have 
some specific techniques o f  
managing his/her behavior which 
they may lack.
4. The amount that a student can 
learn is primarily related to family 
background.
5. If a teacher has adequate skills 
and motivation, she/he can get 
through to the most difficult 
students.
6. If students aren’t disciplined at 
home, they aren’t likely to accept 
any discipline.
7 . 1 have enough training to deal 
with almost any learning problem.
8. My teacher training program 
and/or experience has given me the 
necessary skills to be an effective 
teacher.
9. Many teachers are stymied in 
their attempts to help students by 
lack o f support from the 
community.
10. Some students need to be 
placed in slower groups so they are 
not subjected to unrealistic 
expectations.




















11. Individual differences among 
teachers account for the wide 
variations in student achievement.
12. When a student is having 
difficulty with an assignment, I am 
usually able to adjust it to his/her 
level.
13. If one o f  my new students 
cannot remain on task with a 
particular skill/activity, there is 
little that I could do to increase 
his/her attention until he/she is 
ready.
14. When a student gets a better 
grade than he usually gets, it is 
usually because I found better 
ways o f teaching that student.
15. When I really try, I can get 
through to most difficult students.
16. A  teacher is very limited in 
what he/she can achieve because a 
student’s home environment is a 
large influence on his/her 
achievement.
17. Teachers are not a very 
powerful influence on student 
achievement when all factors are 
considered.
18. If students are particularly 
disruptive one day, I ask m yself 
what I have been doing differently.
19. When the grades o f  my 
students improve it is usually 
because I found more effective 
teaching approaches.
20. If my principal asks that I 
change some o f  my classes, I 
would feel confident that I have 
the necessary skills to implement 
the unfamiliar curriculum.
21. If a student masters a new 
skill/activity quickly, this might be 
because I know the necessary steps 
in teaching that skill/activity.




















22. Parent conferences can help a 
teacher judge how much to expect 
from a student by giving the 
teacher an idea o f the parents’ 
values toward education, 
discipline, etc.
23. If parents would do more with 
their children, I could do more.
24. If a student did not remember 
information I gave in a previous 
lesson, I would know how to 
increase his/her retention in the 
next lesson.
25. If a student in my class 
becomes disruptive and noisy, I 
feel assured that I know some 
techniques to redirect him quickly.
26. School rules and policies 
hinder my doing the job I was 
hired to do.
27. The influences o f a student’s 
home experiences can be 
overcome by good teaching.
28. When a child progresses after 
being placed in a slower group, it 
is usually because the teacher has 
had a chance to give him/her extra 
attention.
29. If one o f my students couldn’t 
do a skill/activity, I would be able 
to accurately assess whether the 
skill/activity was at the correct 
level o f  difficulty.
30. Even a teacher with good 
teaching abilities may not reach 
many students.
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TO: The Dissertation Committee for Karen E. Hand 
FROM: Peer Debriefer 
SUBJECT: Role of Peer Debriefer 
DATE: June 15, 2007
Dear Committee Members,
During the Fall o f 2006, Karen E. Hand requested my assistance in the role of a peer 
debriefer for the validation of her qualitative data. During a period of eight weeks we met 
twelve times for approximately an hour each time. The main focus of the meetings was a 
review followed by a discussion of the lower and higher order themes that she had 
created from her inductive content analyses. In reviewing these themes, I also reviewed 
each quote that was placed under the lower order theme. Discussion revolved around 
clarifying her reasoning for the placement of quotes and any suggestions for alternative 
placement. She also provided me access to all her full transcripts for review of quote 
selection, when necessary. I feel confident that my role was carried out to ensure that the 
findings were grounded in the data, rather than any preexisting expectations of the data.
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Karen E. Hand, a doctoral student in the Department of Teaching and Learning at Northern 
Illinois University, will be conducting a study investigating the experiences of beginning physical 
education teachers.
I understand that the above named researcher has requested my participation in this research 
study being conducted through Northern Illinois University. My participation will involve being 
interviewed by the main researcher for approximately 60 minutes. As a participant, I will be 
asked questions related to my experiences as a beginning physical education teacher including 
experiences with mentoring.
I understand that the questions may be sensitive in nature and that I may elect to refuse to answer 
any questions with which I do not feel comfortable. I also am aware that I may terminate the 
interview at any time with no prejudice or penalty.
The interviews will be audio-taped using a digital recorder. Once the recordings are transcribed, 
the researcher will assure that my name is replaced with a code which will be included in. the 
transcripts to secure confidentiality. Once the study is completed, the researcher will keep the 
transcripts and recordings in a secure place for five years. My name will be kept confidential and 
will only be known by the researcher, Karen E. Hand. If I am quoted in a research report, I will 
be given a pseudonym. The same is true for all other participants and institutions that I mention 
in the interview. I understand that I may be contacted after the initial interview to review and 
confirm the accuracy o f the interpretation of my statements by the researcher.
This study will not involve any experimental procedures, therefore there will be no physical risks 
involved in this study. However, there may be some minimal psychological risks involved due to 
die fact that I will be answering questions about my personal experiences, thoughts, and feelings.
I will be provided with a list o f local counseling options that I may elect to use if  I feel it 
necessary. A possible benefit to this study is that I may become more aware of the strategies that 
are assisting me to have a positive teaching experience.
If I have any questions about my rights as a research participant, I can contact:
Office of Research Compliance 
Northern Illinois University 
DeKalb, IL 60115 
815-753-8588
If I have any questions about this research study, I can contact:
Karen E. Hand
Department of Kinesiology and Physical Education
Northern Illinois University . „
DeKalb, IL 60115 
khand@niu.edu
815-753-8582
J U N  0 7 ms
B y  N . I .U .  I.R .B . 
VOID ONE YEAR 
FROM ABOVE DATE
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I have read and fully understand the consent form. I sign it freely and voluntarily. I have 
received a copy of this form and understand that if I checked yes to participating in the study, the 
researcher will be contacting me soon with more information.
Name of Participant (Please Print):_________________ ;__________
Signature of Participant:_____________________________
Please check one: _____ Yes, I do wish to be considered to be a participant in this study.
  No, I do not wish to be a participant in this study.
Date: _________________  Time:_____________________ .
By signing below I am agreeing to be audiotaped during the interview.
Signature to be audiotaped____________ s____________\  ________ _ _____________
By N.I.U. 1-R.B.
VOID OME YEAR
f r o m  a b o v e  da te
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